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ABSTRACT
A Study of the Diffusion of the
Performance Objective Program (April 1976)
Lamont S. Lyons, B.S., Brigham Young University
Ed.D., University of Massachusetts
Directed by: Dr. Arthur W. Eve
This dissertation is a study of the diffusion of
the Performance Objective Program, an E.S.E.A. Title III
Project of the Amherst-Pelham Regional School District,
into two other school districts. The Performance Objective
*
Program had two components that were diffused. One was the
shills and attitudes required to individualize instruction.
The other component was the techniques of management by
objectives as an approach to personnel management and
evaluation.
The diffusion procedures relied heavily on a peer
mode of inservice education. Practicing teachers and
administrators were used to teach teachers and administra-
tors in other districts. Visits and individual
consulta-
tion were also used.
The major purposes of the study were: (1) to identify
the principle actors and incidents influencing
the inception,
iv
organization, and implementation of the diffusion program,
(2) to determine the effectiveness of the program in meet-
ing its objectives, (3) to determine the effectiveness of
selected aspects of the training and diffusion procedures,
and (4) to make recommendations concerning diffusion pro-
cedures .
The design for the study had two components. The
first was a case study which provided background to the
program, provided descriptive data, and helped in the
interpretation of the assessment data. The other component
was a multifaceted assessment design which included the
use of pretests, posttests, attitudinal questionnaires
and program evaluation questionnaires. The instruments,
some of which were developed as part of the study, were
administered to program participants and trainers.
The study concluded that the Springfield Diocese
participants perceived an increased ability to individualize
instruction. They also perceived an increase in the use
of individualized instruction techniques such as performance
objectives and alternative learning activities. The
Marshfield participants increased in understanding of
management by objectives and were favorable to MBO as the
approach to evaluate their performance.
v
An important finding was that participants were
extremely receptive to the peer mode of inservice education.
It was also found that the teachers and administrators
who served as trainers (over thirty in all) were very
positive about their experiences and felt they had grown
professionally. The Amherst-Pelham District also benefited
from the project.
While the study concluded that the peer mode of
diffusion was effective, it was recommended that future
projects attempt a more diverse training approach. Future
study could determine if the heavy reliance on teacher-to-
teacher instruction is necessary or if more packaged
instruction appropriate for independent study by the
trainees could be included. It was also recommended that
further study was necessary to improve techniques for
assessing diffusion projects.
vi

Dedicated to
Connie
Who still looks for things
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CHAPTER I
INTRODUCTION
Background of the Problem
Over the past several years E.S.E.A. Title III has
spent many millions of dollars fostering innovative programs
in public education. While Title III has indeed made
possible many exciting, worthwhile innovative projects,
a failing has been that too little has been done to facili-
tate any widespread sharing of the fruits of the projects.
There has always been the assumption that projects would
disseminate, but dissemination has usually caused only
surface or superficial contact through newsletters, shared
materials, speeches at conferences, or occasional work-
shops. Serious attempts at replicating projects, or por-
tions of them, in other school districts have been few.
The Massachusetts State Department of Education
Title III Office dealt with that weakness. In the Spring
of 1973 it announced that an important goal of 1973-74
would be to facilitate an indepth diffusion of selected
successful projects in their third year. Consequently,
approximately $500,000 was set aside to provide supplemental
grants to allow projects to establish close working
2relationships with additional school districts. Through
an application and screening process, diffusion grants of
six month duration were given to fourteen projects. Each
project made diffusion arrangements with from one to six
school districts for the purpose of actually implementing
innovative practices.
The Amherst—Pelham Regional School District project,
"A Systems Approach to Individualizing Instruction," or, as
it was known, the Performance Objective Program (POP)
,
was
selected as a diffusion project. As an exemplary project
for the Massachusetts Board of Education mandate for
results-oriented instructional programs, POP included many
facets designed to improve instruction, curriculum develop-
ment, accountability, community involvement, staff develop-
ment, budgeting processes, and personnel management and
evaluation. Many years of development and two years of
Title III support have resulted in the successful imple-
mentation of an individualized instructional program and
a wealth of experience invaluable to others planning simi-
lar projects. To plan a realistic six month diffusion
program necessitated limiting those facets to be diffused,
and with this in mind, the following two components.
3separately or together, were determined to be most suitable
for diffusion: (1) skills and attitudes required to indi-
vidualize instruction and (2) techniques of personnel
management and evaluation or management by objectives (MBO)
In October two school districts, out of approximately
twenty that expressed interest, were invited to join the
project staff in writing prospectuses to submit to Boston.
A prospectus was written with the Springfield Diocesan
School System with the thrust being individualized instruc-
tion. Another was written with the Marshfield School
District for help in their investigation and possible imple-
mentation of management by objectives. Both were approved
in mid-November
.
Descriptions of the Two Diffusion Projects
In this section are presented the descriptions and
objectives of the diffusion projects with the Springfield
Diocese and the Marshfield School District.
Springfield Diocese Project
The Catholic Diocese of Springfield recently
adopted a policy of individualized instruction in its
forty-five elementary schools. A few schools have begun
4moving in that direction with varying degrees of success.
Two of those schools. Our Lady of Hope in Springfield and
Sacred Heart in Holyoke, were selected to participate in
diffusion; both are K-8. Our Lady of Hope was chosen
because it has been moving slowly over the past few years
toward non-graded classes; consequently, it had a founda-
tion to build upon. Sacred Heart was chosen because of
its commitment to establishing an individualized program
as evidenced by the fact that in September, 1973 an entire-
ly new faculty was placed in the school. The teachers were
selected because of their interest in instituting an indi-
vidualized instruction program.
Program Objectives and
Training Components
The program objectives in the Springfield Diocese
Project were;
1. The participants will be able to differen-
tiate between properly written and improp-
erly written performance objectives and will
be able to write properly constructed objec-
tives .
2. The participants will increase their ability
to use, and their use of, performance objec-
tives, including higher order cognitive
objectives and affective objectives.
The participants will increase their use of
small group instruction and independent
study in their classrooms.
3 .
54. The participants will increase the number
of alternative learning activities avail-
able to their students.
The major components of the Springfield Diocese
Project were: (1) peer-to-peer visits and consultation,
and (2) workshops tailored to identified needs.
To provide individualized assistance, it was impor-
tant that helping relationships" be developed among Amherst
staff and Diocesan participants. Personnel were available
to serve as resource persons, to offer suggestions and
alternative approaches, and, in fact, to demonstrate in-
class implementation of the methods and techniques advo-
cated. Through reciprocal visits and scheduled workshops,
these relationships were developed. Transportation and
released time were paid for by the project.
When change is anticipated and sought, there is
frequently the cry, "Don't just tell me, show me." An
important part of the diffusion process, then, was peers
inviting peers to help introduce change. Several visits to
Amherst schools by each participating staff member were
arranged, with actual participation in instruction encouraged.
In addition, Amherst staff members visited the two Diocesan
schools and gave in-class assistance. These peer-to-peer
6visits were initiated by teachers and were not administra-
tively assigned.
Individualizing instruction requires distinct under-
standings and skills on the part of teachers and administra-
tors. Intensive workshops were conducted to teach those
understandings and skills.
In keeping with the peer-to-peer model, the work-
shops were taught by the Performance Objective Program staff
and by Amherst teachers and administrators with experience
in individualizing instruction. Because of the short length
of the diffusion project (six months) it was imperative
that group relationships and open communications be formed
as quickly as possible. To facilitate that process the
project was "kicked-off" by bringing together the Holyoke
and Springfield staffs and the participating Amherst teachers
and administrators for a. two-day workshop outside of the
regular school setting. The desire was to get away from
the school and its attendant pressures and distractions.
Workshops were regularly scheduled on Tuesday
afternoons from 3:30 to 5:30. In addition, some full day
sessions met on Saturdays and there were three workshops
that met on Friday night and all day Saturday. Following
7is a partial list of workshop topics:
Constructing Performance Objectives
Taxonomy of Cognitive ’Objectives
Independent Study, Small Group, and Large
Group Instruction
Classroom Management Strategies
Affective Objectives and Humanistic
Education
Affective Development
Recording and Reporting Student Progress
Non-Print Materials - Using and Making
Them
Individualizing Language Arts
Individualizing Math
Individualizing Science
Individualizing Social Studies
Learning Centers
Marshfield School District Project
In the fall of 1973, the Marshfield Teachers*
Association and the Marshfield School Committee agreed to
form a Study Committee on Performance Evaluations for
administrative functions of teachers holding some adminis-
trative responsibilities, such as department chairpersons.
The Marshfield Principals ' Association also entered an
agreement with the School Committee to study salary based
upon performance objectives. The Committee and the Associ-
ation were charged with studying different evaluation
approaches, making recommendations and laying groundwork
for the implementation of an evaluation system. There
8appeared to be some predisposition toward management by
objectives. Participation in the Amherst diffusion project
was seen as a way for all district administrators, super-
visors and coordinators to learn about MBO. They desired
a program which would build skills and attitudes necessary
for implementing MBO.
Program Objectives and
Training Components
The program objectives in the Marshfield project
were
:
1. Participants will demonstrate positive
attitudes toward management by objectives
(MBO) as a personnel evaluation system.
2. Participants will demonstrate knowledge
of the principles of management by objec-
tives (MBO) as specified in the workshop
training objectives.
The major components of the project in Marshfield
were (1) workshops for all administrative and supervisory
personnel, and (2) peer-to-peer visits and consultation.
Management by objectives requires distinct under-
standings and skills on the part of all participants.
Intensive workshops were conducted to teach those under-
standings and skills and to foster positive attitudes
toward MBO.
9Because of the short length of the diffusion pro-
ject, it was imperative that group relationships and open
communication form as quickly as possible. To facilitate
Process, the project began with a two—day workshop
that brought together the Marshfield participants and the
Arnhs^st trainers in a hotel setting away from the pressures
and distractions of school. Subsequent workshops were held
in a restaurant with a two-hour session preceding dinner
and two hours after dinner. The following is a list of
workshop topics
:
Rationale: A Systems Approach to Personnel
Management and Evaluation
Establishing Job Goals and Writing Perfor-
mance Objectives
MBO and Performance Based Evaluation
The Supervisor-Supervisee Relationship
Motivation Strategies
Monitoring Techniques
Communication Skills
Change Strategies: How to Implement MBO
To meet the needs of individuals, Amherst staff
were available for individual conferences or consultation
at the request of Marshfield participants.
Statement of the Problem
The major objectives of this study are: (1) to
identify the principal actors and incidents influencing the
10
inception, organization, and implementation of the diffusion
of the Performance Objective Program into the Springfield
Diocesan Schools and the Marshfield School District,
(2) to determine the effectiveness of the project in meet-
ing its objectives, (3) to determine the effectiveness of
sslscted aspects of the training and diffusion procedures,
and (4) to make recommendations concerning diffusion pro-
cedures .
Specific Purposes of the Study
1. Through the analysis of documents such as
correspondence, prospectuses, minutes of
meetings, and through the use of observations
and perceptions of the investigator, determine
the major actors and incidents in the inception,
organization, and implementation of the
diffusion project.
2. Through the use of pretests, posttests, and
questionnaires administered at the beginning
and at the end of the project, and through
observations by the investigator, determine
the degree to which the project objectives were
accomplished
.
11
* Through the use of evaluation forms and ques-
tionnaires completed by the participants after
each training session, and at the conclusion of
the project, determine the effectiveness of
selected training procedures, as perceived by
the participants.
4. Through the use of questionnaires and informal
interviews, determine the effectiveness of using
practicing teachers in the training of teachers
and administrators, and examine some related
issues arising from that training procedure.
5. From conclusions developed from the study,
develop recommendations relating to (a) the
general instructional design of diffusion pro-
jects, and (b) procedures to be used in the
assessment of diffusion projects.
Definition of Terms
The following terms are defined as they are to be
used in the study.
Diffusion - the process of adopting or adapting materials,
activities, and approaches in schools or settings
outside of the site of origin.
12
Peer-to-peer inservice instruction
- instruction of
professional teachers and administrators by others
who would be seen as their peers, i.e., practicing
teachers and administrators.
Management-by-objectives (MBO) - as used in this study
MBO is an approach to personnel evaluation. The
process includes the mutual identification of
growth objectives by the supervisor and supervisee,
establishment of criteria for evaluation, agreement
on how data will be collected, and a commitment as
*
to the type, source and extent of support to be
provided the staff member in the pursuit of the
objectives
.
Individualized instruction - instruction that is appro-
priate for the learner, taking into account his
interests, needs, and abilities in determining
objectives, materials, procedures and time. it
does not mean independent study or one-on-one
instruction. Large group, small group, and
independent study formats are used where appro-
priate .
13
Performance objective - a carefully qualified statement
of desired behavior or outcome expressed in measur-
able or observable terms.
Small group instruction - a learning activity including
three to eight students. The nature of the activity
can vary widely; it can be teacher or student ini-
tiated or led.
Assumptions and Limitations
of the Study
For purposes of this study, it was assumed by the
investigator that:
1. Respondents reacted candidly and honestly to questions
concerning the strengths, weaknesses, and value of the
instructional segments of the diffusion project.
2. Respondents reacted to attitudinal instruments in terms
of their own attitudes as felt at the time they res-
ponded to the items
.
The following limitations are recognized:
1. Much of the data are the perceptions of the participants
and the instruments used to measure those perceptions
may lack precision.
14
2. Because many of the items in the instruments called for
self-perceptions of the participants, the responses may
have been more positive than was warranted. There may
keen 3 "halo" effect in the self
—perceptions
.
3. The design used in this study was descriptive rather
than experimental. Since there were no control groups,
many of the findings and conclusions must be regarded
with care.
4. The investigator was also an administrator and instruc-
tor in the diffusion project which makes the possibility
of personal bias a consideration. Constant effort to
eliminate biased reporting and analysis was necessary.
Design of the Study
The assessment design for this study had two components:
(1) a case study and (2) a multifaceted assessment design.
A purpose of the study was to document the major
actors and incidents in the inception, organization, and
implementation of the diffusion project. This was done
through a case study. Data for the case study came from
documents such as correspondence, prospectuses, minutes
of meetings, reports, and from the investigator's recorded
observations and perceptions. The data were analyzed and
reported in narrative form.
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A multifaceted assessment design was employed to
determine the extent to which the program objectives were
accomplished. Also, the diffusion procedures used in the
project are of interest. it was an important purpose of
this study to assess the effectiveness of selected diffu-
sion techniques. The assessment design included pretests,
posttests
, and questionnaires. Some questionnaires were
administered to the participants at the beginning of the
program and repeated at the end
. Others were administered
only at the conclusion of the program. Trainers also com-
pleted a questionnaire at the conclusion of the program.
The questionnaires were developed as part of this study.
Significance of the Study
There is a great need in education to increase the
sharing of successful practices and materials. Funding
agencies wish to maximize the effectiveness of money spent
on projects by having the impact felt far beyond the recipi-
ent school district or organization. But, too often, that
impact is not nearly as great as expected or desired.
Better diffusion techniques are required. This study is
important in that it documents an attempt to implement in
two school districts some innovative instructional and
16
personnel evaluation practices developed in an E.S.E.A.
Title III project. A study of those efforts to diffuse the
original project and the effectiveness of the techniques
used makes an important contribution to the literature on
diffusion.
The peer—to—peer approach to inservice training
examined in this study is of particular interest. Insights
gained as to the practice and its effects on the "giving"
and "receiving" teachers and districts make it possible to
suggest ways to increase the sharing of ideas and talent
within and among school districts.
Organization of the Dissertation
Chapter I of the dissertation presented the problem,
its significance, the general design of the study, and the
assumptions and limitations. Chapter II reviews the
research and literature on the diffusion of innovative
practices and related inservice training procedures and the
assessment of training. Chapter III is a case study of the
Amherst-Pelham E.S.E.A. Title III Diffusion Project. Chapter
IV describes the methodology used in the study. In Chapter
V is a presentation and analysis of the data generated
through the assessment procedures used in the study.
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Chapter VI includes a summary of findings, conclusions.
and recommendations.
CHAPTER II
REVIEW OF RELATED RESEARCH
AND RELATED LITERATURE
For a number of years now our system of schooling
in the United States has been under severe stress. Within
the education profession and among the citizenry there is
much debate about the goals of education and the methods
and activities employed to achieve these goals. Clearly,
our system of schooling can change to meet current needs
only if educational personnel are aware of and utilize
new ideas, methods and materials.
Today there are great efforts being expended to
alert educators to the abundance of research and develop-
ment activities that have taken place in the last two
decades. Many new programs have arisen with the specific
purpose of training educators to adopt or adapt new
materials, methods or processes in their schools. Also,
much study has been given to the process of managing change,
resulting in sophisticated change strategies.
This chapter will review the literature and re-
search related to the change process. The chapter will be
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divided into two major sections, (1) planned change and
(2) the assessment of training.
Planned change
Change in itself is not a valued outcome in educa-
tional systems, but change toward specific goals is valued.
That kind of change is planned change. The first major sec
tion of this chapter concerns the process of planned change
and includes (1) resistance to change, (2) managing change
and (3) inservice education as a change medium.
Resistance to Change
"It has become something of a commonplace to say,
'People resist change,' but a generalization that has many
more facts to support is the opposite: 'People accept
change People, societies and institutions are con-
stantly changing. Oppenheimer said, "... the world alters
as we walk in it, so that the years of man's life measure
not some small growth or rearrangement or moderation of
what was learned in childhood, but a great upheaval. it
^-Edward H. Spicer, Human Problems in Technological
Change
,
(New York: Russell Sage Foundation, 1952), p. 17.
2warren G. Bennis, "Changing Organizations," in The
Planning of Change
,
2nd edition, ed . Warren G. Bennis,
Kenneth D. Benne, and Robert Chin (New York: Holt, Rinehart
and Winston, Inc., 1969), p. 568.
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is true, though, that people resist being changed and Spicer,
m his studies of technological change, explains that to
"those who are engaged in trying to bring about change
the fact of resistance is more striking than acceptance." 3
Spicer's research leads him to the following generalizations:
"People resist changes that appear to threaten basic securi-
ties; they resist proposed changes they do not understand;
they resist being forced to change." 4
Change, or even proposed change, brings about uncer-
tainty and causes feelings of inadequacy. in that condi-
tion, people express hesitancies and doubts. Such expres-
sions "should be distinguished from outright resistance to
the change. Uncertainties diminish with experience." 5
Given that experience and help along the way, people will
change. But, they may be resistant to the agent encourag-
ing the change and giving help.
In a very thorough study of planned change, Ronald
Lippitt, Jeanne Watson, and Bruce Westly have identified
3spicer
,
pT 18 . 4 Ibid .
, p . 18
.
Sfjenry M. Brickell, "State Organization for Educa-
tional Change: A Case Study and a Proposal," Innovation in
Education
,
ed . Mathew B. Miles (New York: Teachers College,
Columbia University, 1964), p. 505.
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four reasons why people resist help. The first is that
people are reluctant to admit weakness. Secondly, they
fear awkwardness in attempting a new practice or new
behavior. Third, previous unsuccessful attempts to change
have caused a fatalistic expectation of failure. And
fourth, people fear that the change will cause them to lose
some current satisfaction
.
6
Changing is not new to school teachers and adminis-
trators, nor is being changed. Most of them have experienced
a wide variety of attempts to change their performance.
Lippitt and Fox have identified several reasons why the
attempts are not always successful. They explain that
many of the proposed changes or change experiences seemed
irrelevant or impractical. Another reason is the lack of
support at the moment of risk when the changes are first
being attempted. Still another reason is that the change
medium is often inservice education, in which "typically
the stimulus to participate ... is an unwelcome imposi-
7
tion of authority, or an inept invitation to volunteer."
^Ronald Lippitt, Jeanne Watson, and Bruce Westley,
The Dynamics of Planned Change (New York: Harcourt, Brace
and World, Inc., 1958), p. 180-181.
7Ronald Lippitt and Robert Fox, "Development and
Maintenance of Effactive Classroom Learning," Improving
In-Service Education, ed . Louis J. Rubin (Boston: Allyn
1971), p. 135.and Bacon, Inc.,
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Goodwin Watson summarizes his research on resistance
to change in twelve concise principles:
A. Who brings the change?
1* Resistance will be less of administrators,
teachers
, Board members and community
leaders feel that the project is their
own — not one devised and operated by
outsiders
.
2. Resistance will be less if the project
clearly has wholehearted support from
top officials of the system.
B. What kind of change?
3. Resistance will be less if participants
see the change as reducing rather than
increasing their present burdens.
4. Resistance will be less if the project
accords with values and ideals which
have long been acknowledged by partici-
pants.
5. Resistance will be less if the program
offers the kind of new experience which
interests participants.
6. Resistance will be less if participants
feel that their autonomy and their sec-
urity is not threatened.
C. Procedures in instituting change
7. Resistance will be less if participants
have joined in diagnostic efforts leading
them to agree on what the basic problem
is and to feel its importance.
8. Resistance will be less if the project is
adopted by consensual group decision.
9. Resistance will be reduced if proponents
are able to empathize with opponents: to
recognize valid objectives; and to take
steps to relieve unnecessary fears.
10.
Resistance will be reduced if it is recog-
nized that innovations are likely to be
misunderstood and misinterpreted, and if
provision is made for feedback of percep-
tions of the project and for further clari-
fication as needed.
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11* Resistance will be reduced if participants
experience acceptance, support, trust, and
confidence in their relations with one
another.
12. Resistance will be reduced if the project
is kept open to revision and reconsidera-
tion if experience indicates that changes
would be desirable.®
Resistance can be overcome. People do change; in
fact, they change willingly if the change attempt is pro-
perly managed. The next section of this chapter reviews
the literature on the management of change.
Managing Change
Change toward specific objectives is the aim of
planned change. Planned change is defined by Havelock as
"change or innovation which comes about through a deliber-
ate process which is intended to make both acceptance by
and benefit to the people who are changed more likely."®
In managing that deliberate process, several factors and
®Goodwin Watson, "Resistance to Change," The
Planning of Change
,
2nd edition, ed . Bennis, Benne, and
Chin, pp. 496-497.
®Ronald G. Havelock, The Change Agent's Guide to
Innovation in Education (Englewood Cliffs, New Jersey:
Educational Technology Publications, 1973), p. 5.
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considerations are important, among them are the attributes
of innovations, change strategies and the roles of change
agents
.
Attributes of Innovations
An innovation is any change which represents some-
thing new to the people being changed. The hope of improve-
ment or benefit is usually implied. The attributes of
specific innovations or types of innovations are known to
influence adoption or rejection. Those attributes help
describe and predict responses to innovations.
A comprehensive treatment of innovation attributes was done
by Lin and Zaltman (1973) and is presented in Innovations
and Organizations
,
by Zaltman, Duncan and Holbek. 10 The
following is a summary of that work:
Cost. Cost is an obvious attribute. The cost can
be financial and/or other "scarce induce-
ment" or incentive. Cost can be divided
into initial cost and continuing cost.
Efficiency. The attribute of efficiency is usually
meant to be time saving. This attribute is
often related to avoiding "bottlenecks."
Risk and Uncertainty. Innovations that have been
demonstrated as successful involve much
less risk than untested innovations.
l^Gerald Zaltman, Robert Duncan, and Jonny Holbek,
Innovations and Organizations (New York: John Wiley and
Sons, 1973), pp. 33-45.
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Communicability. This attribute has to do with how
easily and clearly the results of an innova-
tion can be communicated to adopters.
Compatibility. Compatibility concerns the similar-
ity of the innovation to an existing product
or process it may eventually supplement,
complement, or replace.
Complexity. Innovations can be complex in ideas and
complex in the inplementat ion process required.
The more complex an innovation is, the longer
it will take for acceptance.
Scientific Status. Innovations which have the quali-
ties of reliability, validity, generality,
and internal consistency are more readily
adopted than are innovations which lack
these attributes
.
Perceived Relative Advantage. Those things the
innovation does that other alternatives do
not do are its critical attributes. It is
important that the advantage is visible and
can be demonstrated.
Status Quo Ante. Innovations that allow each rein-
statement of the status quo ante and that can
be implemented on a limited basis are more
readily adopted than are innovations without
those characteristics.
Commitment. Commitment involves considerations of
attitudinal and behavioral acceptance.
Either of these two factors may precede the
other. The authority structure of the or-
ganization becomes important here.
Interpersonal Relationships. Is the innovation
more relevant to the socioemot ional func-
tioning of a group that it is to its task
and goal function?
Gatekeepers. Some innovations must go through
many "gatekeepers" or through approval
channels before they can be adopted. Others
do not
.
Susceptibility to Successive Modification. Innova-
tions with this characteristic are suffi-
ciently flexible to be adapted rather than
to become obsolete.
26
Gateway Capacity. m addition to the intrinsic
value of an innovation, it has gateway
capacity to the extent it can open avenues
to the adoption of other innovations.
Different attributes of an innovation come into
different substages of the decision—adoption pro-
cess. "The important point is that the various attributes
of innovations should be considered in light of the sub-
stages in which they are likely to be most important . "
H
Rogers and Svenning point out some things about the
nature of education that retard diffusion of innovation. in
education it is often difficult to isolate, control, and
evaluate the effect of an innovation, whereas in agricul-
ture, the effects of a particular fertilizer can be seen
within one growing season. Consequently, educational
innovations "seldom have an apparent high degree of rela-
tive advantage over previous practice. . . . The influence
of this lack of apparent relative advantage and the rela-
tively long period of time required to achieve desired
benefits serves to impede the rate of change.
Hlbid
.
,
p . 165 .
12Everett M. Rogers and Lynne Svenning, Managing
Change (San Mateo County School District, California,
1969)
,
pp. 23-24.
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In another writing by Rogers, he and Eichholz state
that in education there is seldom an economic incentive to
adopt an innovation. Results are not easily measured so.
often, the only measurable result of an innovation may be
its cost. There is also a lack of economic incentive on
the part of teachers and administrators. They get paid
the same whether they innovate or not. Innovation is risky
so many teachers, rather than risking possible failure,
play it safe
.
13
Change Strategies
To overcome the conditions that inhibit innovation
in education requires well conceived change strategies.
For Lewin the study of the conditions for change
begins appropriately with an analysis of the conditions for
'no change,' that is, for the state of equilibrium. 14 This
analysis he calls force field analysis. In any situation
there are both driving forces, those forces which are
13Gerhard Eichholz and Everett M. Rogers, "Resistance
to the adoption of audio-visual aids by elementary school
teachers: contrasts and similarities to agricultural inno-
vation," Innovation in Education
,
ed . Miles, p. 315.
14Kurt Lewin, "Group Decision and Social Change,"
Readings in Social Psychology
,
3rd edition, ed . Eleanor E.
Maccoby, Theodore M. Newcomb, and Eugene L. Hartly (New
York: Henry Holt and Co., 1958), p. 208.
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pushing in a particular direction, and restraining forces,
those forces which act to decrease the driving forces.
Equilibrium is reached when the driving and restraining
forces are equal. Change strategy calls for overcoming
the equilibrium which can be done by either adding to the
driving forces or by diminishing the restraining forces.
Either strategy may bring about the same new level of
equilibrium. Lewin cautions that
the secondary effect should, however, be quite
in the first case, the process on
the new level would be accompanied by a state
of relatively high tension; in the second case,
by a state of relatively low tension. Since
increase of tension above a certain degree is
likely to be paralleled by higher aggressive-
ness, higher emotionality and lower construc-
tiveness, it is clear that as a rule the second
method will be preferable to the high pressure
method.
An important part of a successful change strategy
is the appropriate use of power, with power being defined
"as the ability to induce or influence behavior." 16 Amitar
Etzioni distinguishes between position power and personal
!5ibid.
,
p. 209
.
16Paul Hersey and Kenneth H. Blanchard, "The
Management of Change," Organizational Behavior and Manage-
ment: A Contingency Approach , ed. Henry L. Tosi and W.
Clay Hammer (Chicago: St. Clair Press, 1974), p. 490.
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power
. A person has position power when it is his position
in the organization that enables him to induce someone to
do something. if he derives power from his followers he
has personal power. it is possible to have both position
and personal power; which is the best situation for a leader,
according to Etzioni. 17 He, like Machiavelli, contends it
is best to be both feared and loved.
Hersey and Blanchard explain that an important part
of leadership is the ability to use power. They distinguish
between successful leadership and effective leadership. A
successful leadership stimulus causes someone to act to get
the job done. But if the job was done only because of the
leader's position power, and the subordinate was antagonized,
the leader may have been ineffective. His influence may be
short-lived
.
Hersey and Blanchard categorize change into levels
of difficulty: (1) knowledge changes, (2) attitudinal
changes, (3) behavior changes and (4) group or organizational
17Amitai Etzioni, A Comparative Analysis of Complex
Organizations , cited by Hersey and Blanchard, p. 490.
18Hersey and Blanchard, pp. 490-493.
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performance changes. 19 The factors of time and difficulty
involved in making various changes are illustrated in
Figure 1 .
High
5 £
\
Low
Group Behavior
Individual Behavior
Attitudes
Knowledge
Short Time Involved — Long
Figure 1. Time and difficulty involved in
making various changes.
Personal power and position power are related by
Hersey and Blanchard to levels of change. They present two
different change cycles, the participative change cycle
and the coerced change cycle. The participative change
cycle is a group problem-solving strategy. information
*
that a change is needed is made available to the group.
The group uses that as a starting point to gain the neces-
sary knowledge, and work up through attitude change, indi-
20
vidual behavior change and finally group behavior change.
This cycle relies on personal power. The participative
cycle is illustrated in Figure 2.
19 Ibid
.
,
p. 493. 20jbid . , p . 494
.
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Figure 2. Participative change cycle.
The coerced change cycle is just the opposite.
Position power is used to bring about a group behavior
change which, in turn, changes individual behavior. "The
intention of this coerced change cycle is that the new
behavior creates the kind of knowledge which creates com-
mitment to the change and therefore approximates a parti-
cipative change cycle as it reinforces the individual and
group behavior." 21 The coerced change cycle is illustrated
in Figure 3
.
21Ibid.
,
p. 495
.
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Figure 3. Coerced change cycle.
Another element in an effective change strategy,
then, is knowing when to use the different change cycles.
Hersey and Blanchard contend that with mature, achievement
motivated groups the participative cycle is more effective.
Immature people, on the other hand may be unable or unwill-
ing to take the responsibilities for change characteristic
of the participative cycle. Therefore, the more coercive,
structured nature of the coerced cycle is more appropriate
for them. 22
2 2 ibid., pp. 495-496.
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Miles offers a framework for categorizing change
strategies. He describes four basic kinds of strategies.
The first kind of strategies are those which are initiated
bY the target system, using existing structures. Such
strategies include curriculum councils and committees used
to develop and implement curriculum guides. Local inservice
training programs would also fall under this category.
"The usual arguments offered for using strategies of this
type center around the importance of 'local control' and of
active involvement in decision-making of those who are
affected by the decisions .
The second kind of strategies are those which are
initiated by the target system, using new structures. To
overcome existing local structures that have become over-
firm and resistant to change, new structures are created.
The new structure is attached directly to the target system,
thereby making it easier for the structure to understand
and respond to demands of the system. Miles warns, how-
ever, that "the major weakness of such strategies is that
22Mathew B. Miles, "Educational Innovation: The
Nature of the Problem," Innovation in Education , ed. Miles,
pp. 20-21.
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the new structure may become trapped in the assumptions
of the existing structure and thus rendered impotent . "24
Strategies initiated by systems in the environment,
using existing structures are the third kind of strategies
described by Miles. The initiative comes from outside the
target system, but existing structures within the target
system are used. 25
The fourth kind of strategies are strategies that
are initiated by systems in the environment, using new
structures. Miles found that there is a growing tendency
to build new structures to carry out innovation. 25 The
advantages of new structures "appear to be that they by-pass
vested interests, provide protection for development and
trial of innovations, and aid high focus on the work at
hand. "27
Whichever of the basic change strategies are em-
ployed, there are stages or phases in the change process.
Lippitt, Watson, and West ley outline seven phases.
24jbid.
,
p . 22
.
27 ibid., p. 29.
25 Ibid
.
,
p. 23. 26jbid. , p. 25
.
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Phase 1: The client system discovers the need
for help, sometimes with stimulation
by the change agent.
Phase 2: The helping relationship is established
and defined.
Phase 3: The change problem is identified and
clarified.
Phase 4: Alternative possibilities for change
are examined; change goals or inten-
tions are established.
Phase 5: Change efforts in the 'reality situa-
tion' are attempted.
Phase 6
:
Change is generalized and stabilized.
Phase 7: The helping relationship ends or a
different type of continuing relation-
ship is defined. 28
Change Agents
That process much be managed. "Planned change
implies an agent of change; someone who examines the exist-
ing state of affairs in the light of some future desired
conditions. He then intervenes in some manner intended to
n q
change the course of events to reach the desired goal."^
There are few such positions in education, many inspira-
tional job descriptions to the contrary notwithstanding.
School administrators may promote, or prevent
innovation, but more often than not, they prevent it.
28Lippitt, Watson, and Westley, p. 123.
29Ben M. Harris and Wailand Bessent, In-Service
Education: A Guide to Better Practice (Englewood Cliffs,
New Jersey: Prentice-Hall, Inc., 1969), p. 19.
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Eichholz and Rogers report that only one of five principals
acted in a change agent role. 3° They have found "that the
major role of a principal is probably not to promote change
but to administer the status quo. "33-
While the administrator may, or may not, be imagina-
tive, creative, and interested in change, nevertheless, he
is powerful "simply because he has the authority to precipi-
tate a decision." 32 Brickell points out that it is diffi-
cult for a teacher to be a change agent. A teacher is not
an independent professional, but is one member of the staff
of a stable institution. It is up to administrators to take
the lead because "rearrangements of the structural elements
of the institution depend almost exc lus ive ly upon adminis-
trative initiative." 33
Meade does not have much hope that principals will
become change and leadership agents; the structure of
American education prevents it. He calls instead for a new
position with line authority whose responsibility would be
staff training. The specialist would be an expert diag-
nostician and trainer whose "chief function would be to
3(3Eichholz and Rogers, p. 315. 31 lbid.
32Brickell
,
p. 503. 33 Ibid.
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ensure an optimum 'fit' between person and task, and to
instill a sense of high aspiration and adequacy." 34
The change agent can be inside the system or come
from the outside, but he or she is essential in the change
process
. The roles of change agents are described in the
following section.
Roles of Change Agents
Ferguson describes the change. agent as "an aide or
an instrument
. . . that precipitates a process the sub-
stance of which comes from the members." 35 The following
summarizes Ferguson's-^ description of possible change
agent actions:
Capture data
Scan for troubled interfaces
Promote psychological bonding
Be a linking agent between people
and/or groups
Serve as communications conveyor belt
Suspend animation and analyze process
Assist in diagnostic formulation and
reformulation of issues
Encourage feedback
Promote spirit of inquiry
34Edward J. Meade, Jr. "No Health in Us," Improving
In-Service Education , ed. Rubin, pp. 221-222.
35Charles K. Ferguson, "Concerning the Nature of
Human Systems and the Consultant's Role," The Planning of
Change
,
ed. Bennis , Benne, and Chin, p. 412.
36 Ibid.
,
pp. 412-417.
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Set up opportunities for mutual
coaching and team building
Assist in the management of conflict
Take calculated risks because he is
expendable
Lippitt
, Watson and Westley describe five types of
hleping roles that a change agent can play: (1) mediating
and stimulating new connections within the client system,
(2) presenting expert knowledge on procedures, (3) provid-
ing strength from within, (4) creating new learning environ-
ments or learning situations, and (5) giving support during
the process of change. 37
Havelock has identified other, yet similar, types
of roles in which a change agent can act: (1) a catalyst,
(2) a solution giver, (3) a process helper, and (4) a
38
resource linker.
As a catalyst, the change agent prods, and questions,
the intent of which is to overcome inertia and upset the
status quo. In the solution-giver role, the agent has a
definite solution in mind for others to adopt and skill-
fully helps the client adopt it to his needs. The change
agent as process helper provides assistance in:
37Lippitt, Watson, and Westley, pp. 104-112.
38Havelock, p. 7.
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(a) showing the client how to recognize and define
needs
(b) showing the client how to diagnose problems
and set objectives
(c) showing the client how to acquire relevant
resources
(d) showing the client how to select or create
solutions
(e) showing the client how to adapt and install
solutions
(f) showing the client how to evaluate solutions
to determine if they are satisfying his needs. 39
As a resource linker, the change agent brings together the
needs and resources. The resources may be material, know-
ledge, or people, and may be inside or outside of the system.
The linker helps the client find and make best use of these
resources
.
In terms of the change agent, the change process
has six stages, according to Havelock: (1) relationship,
(2) diagnosis, (3) acquiring relevant resources, (4) choos-
ing the solution, (5) gaining acceptance and (6) stabiliza-
tion and self-renewal. 40
In the first stage the agent must develop a rela-
tionship with the client system. Or if he is a member of
the system he must develop a solid base within the system.
39Ibid., p. 9.
40 Ibid., pp. 13-15.
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"A secure and reasonably well delineated helping role is an
essential place from which to start.
"
41
After establishing the relationship the change
agent helps the client determine and articulate his needs.
Havelock describes this stage as going "from pains to prob-
lems to objectives." 42
In the third stage the change agent helps the client
system to identify and obtain resources. The resources may
be print materials, people or products. The agent must
know when, where, and how to acquire them. 43
The next stage is choosing the solution. The change
agent should help the client generate a number of alterna-
tive solutions and then choose one. The solution must then
be adapted to fit the client's specific needs.
Gaining acceptance of the innovation is the next
stage. The agent "helps the client to gain awareness,
develop interest, evaluate, try out, and finally adopt the
innovation. 1,44
"Finally, the client needs to develop an internal
capability to maintain the innovation and to continue
41Ibid., p. 13. 42 lbid., p. 63. 43 lbid., p. 77
44Ibid.
,
p. 14.
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appropriate use without outside help." 45 when self renewal
capacity is achieved, the change agent can end the rela-
tionship.
Guba explains that a change agent can view a client
in several different ways. His assumptions about the client
will influence the change strategy he employs. When consi-
dering a strategy the client
may be viewed (a) as a rational entity who
can be convinced on the basis of hard data and
logical argument of the utility of the proposed
innovation; (b) as an untrained entity who can
be taught to perform in relation to the innova-
tion; (c) as a psychological entity who can be
persuaded; (d) as an economic entity who can be
compensated or deprived ; (e) as a political
entity who can be influenced ; (f) as a member
of a bureaucratic system who can be compelled ;
or (g) as a member of a profession who can be
professionally obligated .
^
In addition to clarifying his assumptions about the
client, the agent must decide how he will act on those
assumptions. According to Guba, there are six modes for
the agent to use; "(a) he can tell . . . ; (b) he can
show . . . ; (c) he can help on the client's terms . . . ;
45 Ibid., pp. 14-15.
46Egon G. Guba, "Diffusion of Innovations," Educa-
tional Leadership, Vol. 25 (January 1968), p. 293.
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(d) he can involve 7 (e) he can train ? and (f) he can inter-
vene on the agent's terms .” 47
Inservice Education as a
Change Medium
Inservice education is defined by Harris and Bessent
as a planned goal-directed change process introduced through
a deliberate intervention aimed at some altered future con-
dition. 4® Sometimes it is defined more broadly than that
to include any professional growth experience. However#
the Harris-Bessent definition, limited to a planned goal-
directed change process# is very useful when considering
inservice education as a change medium.
Experience Impact
Harris and Bessent offer a framework that is help-
ful in designing inservice programs that will be effective
in bringing about planned change. They assert that train-
ing activities can be categorized "according to the experi-
ence impact they can be expected to have on the learner's
. . .
later behavior." 4^ Experience impact is influenced
47 Ibid., p. 293. 48jjarris and Bessent, p. 19.
49 Ibid. # p. 34.
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by three characteristics of the learning situation.
The first of these is the extent to which he can
control the content of the experience. if he has
some influence on the content of what is being
presented, there is a greater chance that it canbe made relevant to his past experience - an
important principle in learning. The second
characteristic is whether or not the learning
experience is multisensory
. Use of multisensory
stimuli increases the probability that the
learner will become involved in the learning
situation. Finally, whether communication is
one-way or two-way will influence the accuracy
of perception and affect confidence in what has
been communicated.^
As illustrated in Figure 4, various kinds of learn-
ing activities can be ordered from those with low experience
impact to those with high experience impact. 51
ACTIVITIES CONTROL OFCONTENT MULTI-SENSORY
TWO-WAY
COMMUNICATION
Lecture
Illustrated Lecture
%
X
Demonstration X
Observation X
Interviewing X X
Brainstorming X X
Croup Discussions X X
Buzz Sessions X X
Role-playing X X X
Guided Practice X X X
LOW
EXPERIENCE
IMPACT
t \
'<
HIGH
EXPERIENCE
IMPACT
Figure 4. Experience impact of activities.
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For low level cognitive objectives dealing with know-
ledge and comprehension, such activities as illustrated lec-
tures
, demonstrations, and observations would carry suffi-
cient experience impact. But if the objectives required
higher order behavior such as application and synthesis,
a broader spectrum of activities would be required includ-
ing such things as discussions, role-playing and guided
practice. Affective objectives require activites with high
experience impact since the participants are expected to
52
alter their values and attitudes.
Rogers and Svenning make some important related
points when they stress the importance of careful use of
communication principles. Feedback, made possible by two-
way communication channels, increases the effectiveness of
the communication. Also, communication that gives a sense
of participation and receiver involvement is more likely
53
to be effective than if there is no involvement. They
state a principle that "mass media communication channels
are most important at the knowledge stage, whereas inter-
personal channels are most important at the persuasion
. . 54
stage in the innovation-decision process.
52 Ibid., pp. 37-40. 53Rogers and Svenning, pp . 1-5.
54jbid., p. 7.
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Mace is critical of the ineffective communication
methods used in attempts to bring about change.
Education and the advisory services have relied
in the main upon mass methods of communication.
They have broadcast the seed, trusting that some
of it would sprout....
It could be accounted a technological revolu-
tion if educational and advisory services changed
their methods in each of these three respects
if information, instead of being diffused, was
focused on those most disposed and able to turn
this information to good effect; if the informa-
tion was related, in content and form, to actual
and established needs; if by means of suitable
'feedback' the effects produced were accurately
assessed. 55
Some important studies by Kurt Lewin thirty years
ago demonstrate the importance of designing training experi-
ences with sufficient experience impact to bring about the
desired behavior change. Lewin found that in attempting
to get women to use beef hearts, sweetbreads and kidneys,
that a teaching method of group discussion and decision
was much more successful than was lecturing.
In the experiment some groups received "attractive"
lectures that emphasized the nutritional value of the meats.
Economic and patriotic (this was during World War II)
aspects were stressed, preparation hints were given, and
^C.A. Mace, "Resistance to Change," Occupational
Psychology , Vol. 27 (January, 1953), p. 25.
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the lecturer told of her success in getting her own family
to eat these "delicious dishes." in other groups the
leader initiated discussion about the use of the meats.
There was no high salesmanship, but problems of nutrition,
economy, and the war effort were discussed. Problems
"housewives like themselves" had in getting their families
to accept the change were discussed. Recipes and hints
were given.
The results were remarkable. A follow-up showed
that of the women who heard the lectures only 3 percent of
them served one of the meats never served before. Of the
women in the discussion groups, 32 percent served at
least one of them. The same experimental methods were
used a number of times with other groups in attempts to get
women to use evaporated milk and to have mothers feed new-
born babies cod liver oil and orange juice. The results
56
were just as striking.
Lewin explains that "lecturing may lead to a high
degree of interest . . . but it seldom brings about a de-
finite decision on the part of the listener to take a
S^Lewin, p. 202.
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certain action at a specific time." 57 During a lecture the
audience is passive while a discussion leads to much more
involvement. A group discussion also gives the leader a
better indication of where the audience stands and what
obstacles have to be overcome.
The experiment did not approach the individual, as
such, nor did it use the "mass approach" characteristic of
radio and newspaper. Lewin holds that both of those
approaches
place the individual in a quasi-private,
psychologically isolated situation with him-
self and his own ideas. Although he may,
physically, be part of a group listening to
a lecture, for example, he finds himself,
psychologically speaking, in an individual
situation.
"
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The experiment put the individual in a face to face
group. The people were not asked to make a decision re-
garding a group goal. In effect they were to decide about
individual goals in a group setting. Lewin points out,
though, that the group setting was very important because
"goal setting is strongly dependent on group standards . . .
One reason why 'group carried changes' are more readily
87Ibid.
,
p. 203
.
5
8
Ibid.
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brought about seems to be the unwillingness of the indi-
vidual to depart too far from group standards
Other authors and researchers have also stated the
necessity of carefully designing activities to implement
training objectives. Lippitt and Fox point out that
learning activities must link conceptual learning with
action implications for the individual. ... A major
concern of learning designs must be to activate and link
the cognitive, affective, and action aspects of the self."^0
Among the findings of Edelfelt and Lawrence in a
recent comprehensive review of research on inservice educa-
tion are these:
-In-service education programs that place the
teacher in an active role . . . are more likely
to accomplish their objectives than are pro-
grams that place the teacher in a receptive
role . . .
-In-service education programs that emphasize
demonstrations, supervised trials and feedback
are more likely to accomplish their goals than
are programs in which the teachers are expected
to store up ideas and behavior prescriptions for
a future time.^
59 Ibid., p. 204. 60Lippitt and Fox, p. 154.
61Roy A. Edelfelt and Gordon Lawrence, "In-Service
Education: The State of the Art," Rethinking In-Service
Education ed. Roy A. Edelfelt and Margo Johnson (Washington,
D.C.: National Education Association, 1975), p. 19.
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Another related finding was that to consider "experience
impact" is not enough; activities should be individualized
or differentiated for different teachers.
Harris and Bessent warn that inservice training is
not enough to bring about change. Modifications in the
system may have to be made to allow putting an innovation
into practice. Rules or the organizational structure may
have to be changed.^ Benne makes a similar point: "to
change a subsystem or any part of a subsystem, relevant
aspects of the environment must also be changed." 64
*
Lippitt and Fox stress that the inservice design should
provide for continuing support as the trainees attempt to
implement the innovation. 66
A Peer Strategy
Change interventions tend to rely on outside change
agents and "experts" in both the process and content of
change. Even though the literature gives due regard to
the importance of "involving" those people who are to be
62 Ibid., p. 18 63Harris and Bessent, p. 41.
64Kenneth D. Benne and Max Birnbaum, "Principles of
Changing," The Planning of Change , 2nd edition, ed . Bennis,
Benne, and Chin, p. 330.
65Lippitt and Fox, pp. 154-155.
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changed or affected by the change, the use of outside experts
still dominates change strategies and inservice education.
However, the peer-to-peer mode of inservice education is
now often being put forward as an effective mode.
There are several reasons for the growing popularity
of peer teaching. One is cost. Using inside resources is
less expensive than paying outside consultants. Another
reason is that even though people want "answers," they
view outside experts with scepticism. Real, everyday
experiences and problems cause them to doubt the relevance
of much of what professors and consultants teach (or preach) .
Turned around, that becomes an advantage of peer-to-peer
inservice education: because it is coming from a peer who
has made it work, the message has a higher degree of
believability
. Another advantage is that by teaching or
sharing something with peers, the person also learns and
grows from the experience. Sharing has another benefit —
as ideas and practices are shared, feedback can be used
to improve them. Finally, peer-to-peer sharing builds
collegial relationships and reinforces a climate where
innovation is valued; peers come to support each other in
their efforts to change.
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Among the important findings of Edelfelt and
Lawrence are two that relate to peer group strategy:
-School-based programs in which teachers parti-
cipate as helpers to each other and planners
of inservice activities tend to have greater
success in accomplishing their objectives than
do programs which are conducted by college or
other outside personnel without the assistance
of teachers.
—Inservice education programs in which teachers
share and provide mutual assistance to each
other are more likely to accomplish their
objectives than are programs in which each
teacher does separate work. 66
i'ippitt and Fox advise that when change is attempted
peer communication lessens distrust and reduces the de-
fenses. "The relevance and feasibility of a particular
. . . innovation should be communicated as often as possible
through accepted peers, or 'persons like me.'" 67 Rogers
and Svenning point out that interpersonal peer communica-
tion is important in uncertain situations such as in
deciding to adopt risky new ideas. They have found that
people who place high value on group membership are more
easily influenced by other group members than they are by
outsiders
.
6
^Edelfelt and Lawrence, pp. 18-19.
^Lippitt and Fox, p. 136.
68Rogers and Svenning, p. 7. 69Ibid.
,
p. 4.
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Lippitt and Fox write that "one of the most motiva-
ting entries into professional growth effort is the oppor-
tunity to share and to become acquainted with new teaching
70practices." Sharing can take many forms. it can be done
formally or informally as part of faculty meetings, or in
sharing clinics after school, or in regularly scheduled
inservice days. Bulletins and newsletters are vehicles
for sharing. Lippitt and Fox explain that sharing
can be perfected in a number of ways, such as
defining more exactly what kinds of information
3^6 helpful for a teacher wishing to adopt the
practice, presenting evidence regarding success
or failure of the practice, sharing hunches
about ways a practice might be further improved
or adapted to other situations
Lippitt and Fox encourage inter-school and cross-
system sharing. Not only will this motivate and support
innovation, but it will make the sharing act easier. "It
appears that most teachers are freer to share the problems
and obstacles they face in carrying through their change
efforts and in receiving help if the persons involved are
not directly connected with their day-to-day working
environment . ^2
^^Lippitt and Fox, p. 138 71ibid., p. 163.
72ibid
.
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Visiting is another important tool in a peer strat-
egy. Brickell asserts that "among all the ways of learning
about an innovation, the most persuasive is that of visiting
a successful program and observing it in action. "73
cautions, though, that anything "abnormal," "unreal," or
artificial" in the circumstances surrounding an observed
program can reduce the effectiveness of the visit. if what
the visitor observes is appreciably different from the
visitor's own conditions, the visitor may dismiss the
innovation as being impossible to implement. The result
may be heightened frustration or, maybe, even resignation
to the present condition. 74
The role of visits in a change strategy is well
described and documented in reports of a five year project
of the Institute for Development of Educational Activities,
Inc. (I.D.E.A.). Under the direction of John Goodlad,
eighteen schools from eighteen Southern California districts
joined together in the League of Cooperating Schools to
participate in the design and testing of a new strategy for
educational change.
73Brickell, p. 504.
74Ibid
.
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League teachers and administrators were in almost
total agreement that visiting other classrooms and schools
was important and valuable. They described visiting as
"the best way for teachers to get 'new ideas. '"’5 They
also valued the visits for the moral support they obtained.
As one teacher expressed it, "... it gives us confidence
when we see what other schools are doing. Sometimes it
gives you support for what you are trying. And sometimes
you find out you aren't doing too bad as it is." 76
the I.D.E.A. League intervention strategy
relied heavily on the use of outside experts, mostly from
U.C.L.A. However, as the project progressed, peers came
to play increasingly important roles in the strategy. in
addition to the visiting and teacher—to—teacher communica-
tion and sharing, the project staff began to turn to
teachers to organize and teach workshops.
Within the League group of schools there was a
great pool of resources which could be used by
the schools to help one another solve many of
the problems that they needed to solve in order
to explore paths to improvement. These resources
included the moral support that schools could
offer one another, the stimulation that could
^Mary m. Bentzen, Changing Schools; The Magic
Feather Principle (New York: McGraw-Hill Book Company,
1974)
,
p. 37.
76 Ibid
.
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come from the exchange of ideas, and the practi-cal information that could be shared as fresh
w
d
^
S
4-^
ere translated into daily school-keeping.With these resources, in fact, the group couldbecome a social system strong enough to do most
of the 30b of maintaining itself while identify-ing and. working on appropriate changes. 77
But teachers were initially reluctant to see them-
selves as leaders and as valuable resources. Culver et al
attributes that, in part, to the "passive role which the
teacher traditionally plays. Teachers are so used to being
'done to' that they are not accustomed to seeing themselves
as decision makers. "78 They identified other restraining
forces
. Teachers in most schools are separated from each
other by the physical structure. They are accustomed to
working alone and become defensive and protective. Teachers
look to outside experts, feeling that from them they "can
get help with no strings attached. "79
Culver et al conclude their account of the League
peer group strategy with this analysis:
Given these complexities, a peer group strategy
can fill a very large gap. Nevertheless, the
77jbid., p. 46.
78carmen M. Culver, David A. Shiman, and Ann Lieberman,
"Working Together: The Peer Group Strategy," The Power
to Change; Issues for the Innovative Educator ed . Carmen M.
Culver and Gary J. Hoban (New York: McGraw-Hill Book
Company, 1973), p. 83.
7^ ibid
.
,
p . 93
.
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interventionist is apt to find that the
strategy is in conflict with the culture of
the school and with the traditional expectations
and roles of teachers and principals. More than
that, he is apt to find that the strategy is in
conflict with his own traditional "expert" role.
Thus, it is necessary that he not only accept the
notion of the teachers as expert, but that he con-
sciously work at the peer group strategy, symboli-
cally, physically, socially, and philosophically.
This means finding teachers with expertise and
convincing them that they possess it. it means
creating situations in which their expertise,
in as many areas and on as many levels of sophis-
tication as possible, can be demonstrated to other
teachers. It means encouraging teachers to think
and to write about their shared experiences to
convey them to others. And finally, it means
learning how to facilitate instead of direct. 80
The Assessment of Training
The literature on the assessment of training and
the effects of change interventions is not nearly as
bountiful as is the literature on the change strategies
themselves. Evaluation often is treated almost as an
afterthought. Belasco and Trice (1969) 8 -*- and Hamblin
(1974) make the case, though, that evaluation is not
incidentally a means of measuring results, but that it is
80Ibid
.
,
pp. 93-94
81James A. Belasco and Harrison Trice, The Assessment
of Change in Training and Therapy (New York: McGraw-Hill
Book Company, 1969), p. vi
.
82A.C. Hamblin, Evaluation and control of Training
(London: McGraw-Hill Book Company, 1974)
.
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an integral part of the change process. They concede
that there are many problems in planning and executing good
evaluation, but they believe the benefits make the effort
worthwhile. Belasco and Trice wrote that
Despite the fact that evaluation yields benefits
to both the practitioner and the academician,
probably 99 percent of all on going training
efforts still are not systematically evaluated.
This is due in part to the central problems in-
herent in the design of any evaluation study.
However, while problems of planning and executing
a good, evaluation effort are enormous, by and
large they are not insurmountable . 83
There appears to be two major problem areas involved
in assessing training: (1) the attitudinal and organiza-
tional obstacles to evaluation and (2) the strategic or
methodological problems
. In the following section some
of the attitudinal and organizational obstacles to evalua-
tion are described.
Attitudinal and Organizational
Obstacles to Evaluation
Much of the resistance to evaluation stems from the
critical nature of the evaluation process. The act of
evaluation assumes that the change effort can be improved,
which raises threatening questions. Practitioners feel
83Belasco and Trice, pp. 8-9.
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threatened by the evaluator who is seen as a corrective
agent. Often the evaluator is uncomfortable in his posi-
tion because it brings him into conflict with the practi-
tioner.®^ The conflict does not disappear when the roles
of evaluator and practitioner are filled by the same per-
son, as is often the case. The training specialist who
evaluates his own program is tempted to go through the
motions of evaluation, but issue a whitewashed report. For
that reason, self-evaluation reports are viewed with sus-
picion. 85 This problem dooms many programs to succeed.
Another form of resistance comes from the training
specialists. The trainer is not in control of many of the
important variables. Consequently, if evaluation is done
in terms of changed behavior, it is essentially unfair to
him. 86
Belasco and Trice note that recently the concern
for privacy has become an obstacle to evaluation. "Testing,
psychological screening devices, polygraphs, and attitude
questionnaires in general recently have come under attack
as invasions of individual privacy." 87 Hamblin also notes
84Ibid., p. 9. 85ibid. 86 Ibid., p. 10.
87 Ibid., p. 11.
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that privacy is a serious
evaluation. 88
issue in causing resistance to
The uncertainty and threat associated with evalua-
tion has created a serious negative attitude toward it.
Management's attitude toward evaluation is often stated,
I don t have the time now. We need results not statistics."
In addition to the attitudinal and organizational
obstacles, there are problems with evaluation design.
These are described in the following section.
Strategic Problems in Evaluation
There are many difficulties inherent in assessing
change. These difficulties fall into three problem areas:
criterion, control and contamination, and data gathering.
They are briefly discussed in the following sections.
The Problem of Criterion
Nearly everyone agrees that evaluation is done to
determine the effects of a training program. But Kirkpatrick
points out that that has little meaning until the question
88Hamblin, p. 113.
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is asked "In terms of what? "89 There must be criteria and
they must be measurable. Belasco and Trice see the vague
nature of most training efforts as a great hinderance in
assessing training. It is impossible to evaluate the
effects of training unless precise objectives are deter-
mined beforehand . 90
Kirkpatrick believes that the question "In terms of
what?" can be answered at four levels:
1. Reaction. How well did the trainees like the
program?
2. Learning. What principles, facts and techniques
were learned?
3. Behavior. What changes in job behavior resulted
from the program?
4. Results. What were the tangible results of the
program in terms of reduced cost
, improved
quality, improved quantity, etc.? 91
Hamblin divides Kirkpatrick's level four, results,
into two levels, organization and ultimate value. He
thinks there is an important distinction between changes
in the way an organization works and changes in the extent
to which the organization achieves its ultimate goals. 9 ^
^Donald L. Kirkpatrick, "Evaluation of Training,"
Training and Development Handbook ed . Robert L. Craig and
Lester R. Bittel (New York: McGraw-Hill Book Company,
1967)
,
p. 88.
90Belasco and Trice, p. 17. 91Kirkpatrick, p. 88.
92
Hamblin, p. 14.
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Measurable objectives must be set for each of these
levels. Hamblin assumes that there is a cause and effect
chain linking the five levels of training efforts, as
follows
:
leads to
which lead to
which leads to
which lead to
which lead to
TRAINING
REACTIONS
LEARNING
CHANGES IN JOB BEHAVIOR
CHANGES IN THE ORGANIZATION
CHANGES IN THE ACHIEVEMENT OF
ULTIMATE GOALS 93
It is assumed that the training efforts are aimed
at level five/ ultimate value, but the chain may break at
any of the links. The task of the evaluator is to
"discover whether the chain has held through all of its
links. If it has not, he should be able to say which of
the links has snapped, and for what reason." 94
While theoretically, evaluation should be able to
show the cause-and-ef fect relationships of training,
Hamblin asserts that, as a practical matter, it may not be
possible. There are too many factors which are not under-
stood or which are not controllable. "Evaluation at
levels 4 and 5 (and to some extent at level 3 as well) is
93 Ibid
. ,
p . 15
94Ibid
.
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in effect evaluation of management as a whole, and not
just the management of training . "95
The Problems of Control
and Contamination
Many factors intervene between the change agent
itself and the recorded results. The purpose of control
is to eliminate as many of these intervening factors as
possible. Belasco and Trice outline two essential steps
toward effective control. First, there must be a group
that receives the training and a group that does not before
any change can be attributed to the training experiences.
Second, the groups must be comparable, except for the
experience. Comparability is assured by using
carefully selected samples. 9^
Contamination is closely related to the control
problem; in fact, it may even be caused by the control
efforts employed by the researchers. In a number of studies,
the so-called "Hawthorne effect" has been documented.
People behaved differently precisely because they were the
subjects of research. The research itself caused a change
in behavior.
95 96Ibid
.
,
p. 24
.
Belasco and Trice, p. 22.
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Methods used to measure the criterion before the
Change experience ••may sensitize the participants so that
the change results are affected . "97 The effects of pre_
testing are argued by Solomon:
We feei that the pretest operates directly upon theeffectless of the training or interacts with thetraxnrng process. That is, there is a great possi-ility that merely taking a pretest changes the sub-ject s attitude toward the training procedure. Oris may conceivably change the set or attitudinal fac-tors important to the effectiveness of training.
Thirdly, it may actually change the manner in whichthe subjects perceive the training materials. 98
A second source of contamination is the effects of
the passage of time and the occurrence of uncontrolled
events. Events within the organization and in the outside
world may increase or decrease the effects of training.
Belasco and Trice list a third source of contami-
the sources and manner in which the data are
collected. Data is often gathered from the following
sources: (1) data from subordinates or superiors, (2) data
from observers, (3) trainer's opinion of attitude and prog-
ress of trainees, (4) opinions of trainees about the value
^Ibid. t p. 24
.
98Richard Solomon, "An Extension of Control Group
Design," Psychological Bulletin
,
Vol. 46, n. 2, pp. 137-150,
March, 1949, quoted in Belasco and Trice, p. 24.
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of or their acceptance of a particular change agent, (5) the
measurement of relevant attitude feelings and beliefs of
the trainees, and (6) personnel and/or productivity records.
Each source has particular contamination problems."
The evaluation design must be able to deal with the
problems of control and contamination. As stated earlier,
control is necessary to measure effects, but the introduc-
tion of control contaminates the study. The Solomon Four-
Way Design is frequently advocated as an answer to this
dilemma. The design is presented in Figure 5.
Experimental group Control groups
A BCD
Before
measure Yes No Yes No
Training
After
Yes Yes No No
measure Yes Yes Yes Yes
Fig. 5, Procedures for implementing the four-way
research design.
The four way design makes it possible to precipi-
tate out four different factors. These are:
1. A test or questionnaire effect . By comparing
the pretests and the posttests for only group C,
the twice-tested but untrained group, the effect.
"Belasco and Trice, p. 26.
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if any
, of the administration of the questionnaires
or yardsticks can be ascertained.
^ • An int eraction effect
. By comparing the post-
test results of group A with the posttests results
of group B, the effect of the interaction of the
questionnaire with the change experience itself can
be ascertained.
. . . Another way of isolating a
possible interaction effect is to compare the post-
tests of group A with those of group D. This com-
parison reveals the full impact of the combination
of the initial questionnaire and the change agent
as compared with a complete absence of either.
.
3. The passage-of-time effect
. By comparing the
posttest results of group D with the pretest results
of groups A or C, or an average of both, the conta-
minating effects of any extraneous event can be
isolated.
. . .
4. A change-agent effect
. The possible changes
introduced by the change agent can be ascertained
in two ways. The two traditional comparisons —
before-after of group A, and group A compared with
group C — yield an approximation of the changes
associated with the change agent. They are contami-
nated, however, by the first three factors. A purer
change-agent effect can be deduced from a comparison
of the posttest means for groups B and D, neither of
which has been contaminated by a pretest. 100
Although the four-way design has obvious advantages
in controlling contamination, it has a giant disadvantage.
It is so demanding that for practical purposes it is almost
never emplpyed. Belasco and Trice employed the design and
found it "inviting from a distance but somewhat repulsive
at close range." 101
100Ibid., pp. 28-29.
101 Ibid., p. 153.
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A major reason for using the four-way design is to
control the effects of data collecting, most notably pre-
testing. If the pretest could be eliminated, it would
boviate the basic need for the four-way design. Belasco
and Trice propose an alternative to the pretest.
With large numbers of 200 or more, through randomdivision into two unpretested groups consisting of
one training group and one untrained control group,in all probability the sampling process will yield
groups with comparable starting positions on the
criteria and eliminate the need for a pretest. 102
The practical difficulties of setting up controlled
scientific research experiments aside, Hamblin questions the
relevance of the issue. He distinguishes between the
"scientific approach" and the "discovery approach" to
evaluation and rejects the scientific approach as irrelevant
to most training programs. He sees evaluation not as "the
last step in the change process, but the link between suc-
cessive steps in the change process . "103
Hamblin distinguishes between the scientific and
discovery approaches as follows:
In the scientific approach both the training and
the evaluation must be kept rigid and inflexible,
in order that the variables may be strictly con-
trolled; in the discovery approach both are kept
102 Ibid
.
,
p . 154
.
lO-^Hamblin, p. 72.
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as flexible as possible, in order to cope with
unforeseen situations which may arise. in the
scientific approach the training must be kept
separate from the evaluation, so as to prevent
contamination
; in the discovery approach the
training and evaluation are constantly inter-
mingling. in the scientific approach the aim is
to prove training worth while, so that on the next
occasion we will not need to evaluate it; in the
discovery approach the aim is to create an on-going
integrated training/evaluat ion system. 104
Since contamination cannot be ignored and cannot be
controlled except with great difficulty, if at all, Hamblin
suggests that it seems better to accept it and put it to
positive use. Accepting that evaluation affects the
results of training, it can in itself become an important
part of the training. He suggests that the trainer and
evaluator employ the principle that knowledge of results
facilitates learning. Like in programmed instruction, at
each step the trainee's learning should be evaluated and
fed back to the trainee. "The Hawthorne effect will
operate in any case, whether or not we do this; but, in the
absence of feedback, it is less likely to be beneficial . "105
Hamblin uses the experiences of Belasco and Trice
to substantiate his position. He says that the most
interesting findings of their research, which employed
104 Ibid. 105 Ibid.
,
p . 70
.
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a four-way design, were certain unanticipated effects. 106
Among the conclusions reached by Belasco and Trice and
reported in their book are:
1. The changes associated with training are
small.
2. Testing alone is associated with sharp
changes
.
3. The combination of testing and training,
or the interaction effect, is more effective
than training alone.
4. The traditional evaluation designs do not
yield an adequate means of assessing these
changes associated with training since they
introduce major contaminants.
5. The Solomon Four-Way Design, although an
improvement over traditional evaluation methods,
poses serious operational difficulties includ-
ing the problems of small sample size, rigid
training content and sampling inadequacies.
6. Supervisory training can act as a ceremonial
to produce
a. Feelings of inclusions and organizational
identify
b. Therapeutic and cohesive results
c. Boundary identity between groups and
organizations
d. Fewer internal agressions
e. Stability in organization undergoing
change and reduction in anxiety of indivi-
dual members involved
f. The removal of one role identity and
the placement of another in its steadl°7
This section has dealt with strategic problems in
evaluation design. It has considered problems of control
and contamination. Opinions have been presented that support
106 Ibid., p. 71-72. 107Belasco and Trice, p. 119.
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the position that assessment is an integral part of train-
ing and its positive effects should be maximised. in the
next section methods of collecting data will be discussed.
Gathering Evaluation Data
Most often when people think of evaluation they
think of measurement which, in turn, usually means quanti-
tative data. There seems to be magic in numbers. "The
view is often expressed that evaluation data presented in
numerical form is in some way more real (more objective,
more precise, more truthful) than data presented in
descriptive or unquantified form." 108 Hamblin asserts that
this is not always true because many of the important
aspects of training cannot be measured in numbers but
must be described in words. He warns against being
"mesmerized by figures" and that "quantified data must
always be interpreted in the light of unquantified data." 109
Reacting to evaluation that is narrowly defined and
with emphasis on end products, Carini calls for an approach
that is biographical and historical in nature. She advo-
cates evaluation that examines all the facets of a program
108Hamblin, p. 68 109 Ibid.
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from points of view of all the persons participating in it.
She warns that as in all biographies and histories "the
validity of the account depends upon the faithfulness with
which aspects and characteristics of the program are woven
together to reflect not only factual happenings but the
meaning and underlying dynamics of those happenings. 110
The importance of careful data collection is empha-
sized by Hamblin. There must be selection of data since
the total effects of a training program are undiscoverable
.
The selection can be either structured or unstructured and
the data can be quantified and non-quant ified.
The evaluator who relies entirely on unstructured,
unquantified techniques is gathering information at
random . . . ; if his techniques are good, he is very
likely to uncover many of the most important training
effects, but he has no standard against which he can
measure the training program or by which he can
compare it with other programs. On the other hand,
the evaluator who relies entirely on quantified
techniques has fixed standards for evaluation and
comparison; but because he is gathering information
only within a narrow band, he is always in danger of
failing to observe some really important event which
has taken place outside that band, and therefore, of
misinterpreting even the information that he has.-1--1--1-
llOpatricia F. Carini, "Documentation: An Alterna-
tive Approach to Accountability," Evaluation Reconsidered:
A Position Paper and Supporting Documents on Evaluating
Change and Changing Evaluation ed. Arthur Tobier (New York:
City University of New York, New York City College, May,
1973), p. 16.
IllHamblin, p. 69.
71
It is apparent that there are many different ways
of gathering data. it is not necessary to list and describe
the various accepted devices. The point is that the evalu-
ator should not narrowly focus on quantitative data. Much
important information can be gathered from biographical,
historical and anthropological techniques.
Summary
This chapter has reviewed the literature and
research related to the change process in education, while
people seem to be resistant to change, the resistance can
be overcome. Planned change can be managed through care-
fully selected change strategies employed by change agents.
The use of inservice education as a change medium was
discussed. Finally, the literature related to the assess-
ment of training was reviewed.
CHAPTER III
AN HISTORICAL DESCRIPTION OF THE
AMHERST-PELHAM REGIONAL SCHOOL
DISTRICT DIFFUSION PROGRAM
This chapter is an historical description of the
usion of the Performance Objective Program (POP)
, an
E.S.E.A. Title III project of the Amherst-Pelham Regional
School District. A brief history leading up to the Perfor-
mance Objective Program, and a brief history of the Program
itself will be presented. The remainder of the chapter will
be an account of the development and implementation of the
diffusion of portions of the Performance Objective Program
into the Springfield Diocese School System and the Marsh-
field School District. This historical account will pre-
sent important descriptive data as well as help in the in-
terpretation of the data presented in Chapter V.
History of the
Performance Objective Program
Individualized instruction and the use of perfor-
mance objectives have a long history in the Amherst-Pelham
Regional School District. In September 1963, the new
superintendent, Ronald J. Fitzgerald, in a paper to the
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staff entitled "change is Your Business," set the direction
the school district would pursue for the next decade. it
was made clear that all staff members would participate in
carefully analyzing and defining specific educational objec-
tives. Implementation of any change in the system would
be to improve progress toward stated objectives.
Iri 1964 the grade marking policy was altered to
require that grades be given in relation to achievement of
specific course objectives adjusted to suit different ability
levels within the class. The movement in the district was
toward homogeneous, ungraded grouping. in 1965 an ungraded
program was implemented in the junior high school and senior
high school social studies.
To assist teachers in developing curriculum to reach
specific objectives, an E.S.E.A. Title III grant was ob-
tained. The district received $200,000 to buy teachers'
time in the summers of 1967, 1968, and 1969.
A paper written and distributed in 1968, by the
superintendent gave a detailed definition of individualized
instruction and the importance of performance objectives.
Individualized instruction did not mean isolating students
into independent study; rather, provision should be made
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for students to learn various things in various ways.
Measurable or observable performance objectives were neces-
sary to (1) record student achievement, (2) base guidance
recommendations
, (3) permit a variation of material to be
studied by different students, (4) utilize learning experi-
ences outside of school, and (5) vary the time each pupil
could spend on an activity.
In 1969 teacher job descriptions were written that
required teachers to define specific performance
objectives and plan instruction that was individualized to
student abilities and interests. Materials were distributed
to teachers to assist them in their efforts to individualize
instruction and books on writing and using performance
objectives were added to professional libraries.
In 1970 the Massachusetts Board of Education pub-
lished a position paper entitled "The Results Approach to
Education and Educational Imperatives." Effective educa-
tional management was to focus on results to be achieved.
Because the mandate was so consistent with the Amherst
program, a new E.S.E.A. Title III grant was sought.
A grant proposal, "A Systems Approach to indivi-
dualizing Instructional Programs" was approved for $48,102
75
for the school year 1971-72. The general purposes of the
project were to increase the effective use of performance
objectives and to support curriculum development for
individualized instruction. Project staff was hired consist-
ing of a full-time director, two secretaries, one 4/5 time
evaluation intern and four local parents to serve part-time
as an evaluation team. in September 1971, the project,
commonly called the Performance Objective Program, or POP,
began.
Project activities for the first year centered
around four areas: (1) orientation of staff, students and
parents, (2) articulating K-12 goals, writing performance
objectives, (3) designing alternative instructional activi-
ties to reach the objectives, and (4) inservice training for
the district's administrative and instructional staff.
Project activities in the early fall were aimed at
explaining the project to district personnel, students and
parents. Meetings were held in all the schools for
teachers . In October two public meetings were held for
parents. Parents were invited to serve on curriculum
committees, but were required to accept POP training to
qualify.
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Elementary curriculum committees and secondary
departments were charged with articulating their goals.
Curriculum development, or revision, and daily instructional
activities were to be consistent with the goals. Teachers
were expected, individually, or by department or committee,
to write specific performance objectives related to the
goals. As a means of individualizing instruction, teachers
were encouraged to provide sutdents with at least two alter-
native learning activities for each objective. Curriculum
days (released time) and much before and after school time
was used for these tasks
. Research and development money
was used to buy teacher time for summer curriculum projects.
Student input to the curriculum was encouraged. To
increase their ability to propose or negotiate objectives
with their teachers, all secondary students were given in-
struction in their English classes on writing performance
objectives
.
In December the administrative council determined
that a comprehensive inservice training program was needed.
Teachers, also, were expressing such a need. A program
consisting of fifteen sessions to be taught in the spring
by district administrators was announced by the superintendent.
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Attendance was to be mandatory for all professional per-
sonnel
.
Mandatory attendance was not well received by the
teachers. Discussions between the Amherst Teachers' Associ-
ation and the superintendent resulted in compromise. Attend-
ance was not mandated, but attainment of inservice objectives
would be. After January 1973 teacher evaluation would be
based on the successful implementation of the performance
objective approach. The sessions would be offered twice,
in the spring and again in the fall. Training objectives
were to be clearly defined and teachers could elect to
attend the sessions or engage in independent study to mas-
ter the objectives.
There were two major thrusts for the project in the
second year. The first was continued inservice training
and other support services to the teachers as they imple-
mented the performance objective approach; the second was
the introduction of management by objectives.
The project hired a doctoral student (the investi-
gator of this present study) as a 4/5 time administrative
intern for what was called the Helper Team. The Helper
Team provided individualized support and assistance at the
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request of a teacher, team, department, or curriculum
committee. it consisted of the POP Director, the intern
and others as seemed appropriate for the situation; it had
no supervisory or evaluative functions. A major purpose of
the Helper Team was to encourage and facilitate the sharing
of teacher strengths within a school and throughout the
system.
The inservice sessions taught in the spring were
repeated in the fall. Attendance was high but so was
teacher resentment over being pressured to attend. in an
*
attempt to remedy the problem. Individualized Learning
Packages (ILPs) were developed by the project staff and
other district administrators. These were offered as
alternatives to attending several of the sessions. Many
of the teachers chose to complete the ILPs.
The Helper Team approach influenced the thinking in
the district on inservice education. With the help of the
POP Advisory Board (the Advisory Board, consisting of a
teacher representative from each school, an administrator,
three parents and a school committee member, met monthly)
the project staff planned the inservice program for the
second semester. Several principles guided the development
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1 .
2 .
3.
4.
5.
Attendance would be completely voluntary.There would be a smorgasbord of offerinqsto give teachers wide choices.
The emphasis would be on readily useable
skills, methods and materials.
As often as possible, teachers, not
administrators or project staff, would
teach the sessions.
The format would allow extended workshops(two or three sessions) to allow in-depth
exploration of topics.
A long list of possible topics was sent to every
staff member. They were requested to indicate which of
the topics, if any, they would like to attend inservice
sessions on. With that teacher in-put, the POP staff set
about securing people to teach the sessions and making a
schedule. Many of the sessions were taught by classroom
teachers
.
From the first of February to the last of May, 16
topics were addressed in 35 sessions. Ninety-five teachers
attended at least one session (out of approximately 225 in
the total district teaching staff) and 19 attended at least
15 sessions to enable them to receive three graduate or
inservice credits. Over 40 people shared their expertise
in the planning and teaching of sessions.
In January, management by objectives (MBO) was
introduced to the teaching staff and offered to them as an
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alternative approach to teacher evaluation. m a large,
well attended session the superintendent gave the rationale
for MBO and explained the process. The helping, growth and
staff development aspects were emphasized. it was made
clear that it was up to the teacher whether he or she wished
to enter an MBO agreement with his or her administrator.
MBO was currently being used as the evaluation for-
mat for administrators
. All administrators had MBO agree-
ments with the superintendent. During the school year a
major portion of the weekly administrative council meeting
was devoted to management training taught by the superin-
tendent. All principals and supervisors were expected to
be able to implement MBO with any teacher that requested
it
.
Development and Implementation
of POP Diffusion
This section will give an account of how POP came
to be diffused and how sites were selected. It will also
describe the development of the diffusion design and give
an account of the diffusion activities in Marshfield and
the Springfield Diocese.
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Development of the
Diffusion Program
in the spring of 1973 the State E.S.E.A. Title in
Office, in a meeting with the project directors, announced
that it was considering funding successful third-year pro-
jects for a diffusion phase. The desire was to support the
actual implementation of whole projects, or portions of
projects, in other school districts. While no firm plans
were made, project directors were encouraged to be thinking
of how their projects might be diffused.
The POP project staff and the superintendent were
very interested in diffusion. it was seen as an opportunity
to share project successes and to reward district personnel
for work well done. it was also felt that the professional
growth experienced by staff members, as they taught in
other districts, would be of great benefit to the Amherst
district
.
In June, the State Title III Office asked for a work
statement outlining what and how POP proposed to diffuse.
The project submitted on July 9 a paper that proposed to
concentrate on two components of the POP project: (1) teach-
er skills necessary to individualize instruction and
(2) techniques of personnel management and evaluation (or
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management by objectives)
. The diffusion design called
for extensive use of peer-to-peer training and sharing with
Amherst staff members teaching workshops and giving indivi-
dualized assistance.
in early September the state Department of Education
sent a letter to all superintendents in the Commonwealth
notifying them of a forthcoming diffusion cycle and invit-
ing them or their representatives to attend a meeting in
Worcester if they were interested in linking up with an
existing Title III project. The purposes of the meeting
were to explain the diffusion process and to make districts
aware of what the diffusing projects had to offer. The
main event was an informal fair with each project explain-
ing what services it could offer other districts.
At the meeting the Performance Objective Program
staff distributed handouts and explained the two components
of the project that were offered for diffusion.
The Worcester meeting resulted in inquiry and
follow-up activities in the next two weeks with approximate-
ly twenty school districts. Among others, visits were made
to or from the POP project with Wellesley, Marshfield,
Pentucket, Greenfield, East Longmeadow, Southwick, Boxford-
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Topsford
, Springfield Diocese and Worcester Diocese. The
visits were viewed as opportunities to mutually size-up
one another. Districts wanted to be certain that a liaison
with POP would be fruitful and the POP staff, knowing that
the number of districts it could diffuse with was limited,
wanted to select sites which promised the most likelihood
of successful diffusion.
On the afternoon of October 4 the staff attended a
Title III meeting in Lexington. in negotiations with the
project supervisor, it was determined that the Title ill
Office would entertain a prospectus for approximately
$40,000 to diffuse in two school districts.
Happy to finally be told that POP was to be a
diffusion project and knowing the size of the grant, the
staff started serious discussions and planning sessions
with two districts, Marshfield on MBO and the Springfield
Diocese on individualizing instruction.
Advisory Board Input
in Program Design
The POP Advisory Board held its first meeting of
the year on October 3. The agenda was devoted entirely to
diffusion. To bring the members up to date the project
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staff explained that the work statement had been "encouraged
by the State Title III office and that the Worcester meet-
ing had generated interest from several districts. The
number of districts with which to enter diffusion relation-
ships was discussed. It was agreed that two projects would
be the limit; beyond that would extend time, talent, and
resources too thinly. The desire was to have one project
in MBO and one in individualizing instruction. The oppor-
tunity to make the diffusion effort a positive force in
Amherst was discussed. Amherst teachers, individually,
would have opportunities for professional and personal
growth. The district, as a whole, would also gain.
The issue of how to select Amherst personnel to do
the training was discussed. it was pointed out that most
teachers would not be interested in participating. Even
some of the most qualified people would be reluctant for a
variety of reasons. Some would not have enough time;
others would be unwilling to accept the responsibility;
inexperience in teaching teachers would frighten some away;
and some would be reluctant for fear of being seen by peers
as "showing off." The issue that many would clamor for
participation because of the consulting fees was discussed.
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but dismissed as being not very likely. It was felt that
money would not be that much of an attraction.
Related to money and recognition, though, was a very
important issue. There was great belief among the Advisory
Board members that openness and fairness with the total
staff was extremely important. Everyone must know what
diffusion was all about.
The Advisory Board met again on October 18. it was
pointed out that many of the Amherst faculty had little or
no experience with nuns. Some fear was expressed that it
might be difficult to relate to nuns and to form effective
helping relationships. It was therefore considered advis-
able that the first workshop be held away from school and
that it should be on a weekend, with people staying over—
fright
. As many Amherst people should attend as would be
possible. A main objective of the workshop would be getting
to know one another and developing working relationships.
Advisory Board teachers recommended that every
effort be made by Amherst teachers to become familiar with
the schools before they taught any workshop sessions. The
project staff was requested to budget money to pay substi-
tutes for Amherst teachers to permit them to visit Our Lady
of Hope School and Sacred Heart School.
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Pay for teaching sessions or providing other ser-
vices was discussed. It was agreed that people should be
paid at the rate of $75.00 to $100.00 per day. with that
range as a guide, the exact fee for specific service would
be determined according to difficulty, length of service,
etc.
Ideas were discussed for a newsletter to all the
Amherst staff concerning diffusion. The project staff was
to write the newsletter and distribute it within two days.
The following day, October 19, a paper was pre-
pared and distributed to all Amherst staff. The paper
announced the likelihood of a forthcoming grant to assist
other school districts in developing programs in indivi-
dualized instruction and management by objectives. It was
explained that the project would have need for workshop
instructors and consultants. A list of possible topics or
skill areas was given. Any staff member who was interested
in participating was encouraged to complete the tear-off
form to indicate areas of interest and return it to his or
her Advisory Board representative.
Within a week 33 people, some from every school in
the district, had returned a form describing their interests
in participating.
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During the Advisory Board meeting of November 9
the idea of establishing
-pilot teams- was discussed. Even
though the diffusion project in Our Lady of Hope School and
Sacred Heart School was going to be extensive with weekly
workshops, many felt that intensive work with two or three
teachers in each school would assure that there would be
some exemplary classrooms firmly established in each school.
It was decided that two teams of teachers in Amherst would
be matched with teachers at Sacred Heart and Our Lady of
Hope. The Amherst teams would act to bridge the gaps
between the sessions and to offer individualized help as
specific needs were identified.
Later in November two Amherst teams were chosen, one
in Crocker Farm School and one in Wildwood School. The pro-
ject staff held meetings with those teams to further con-
ceptualize the approach and to work out details as to time
commitment expected and budget costs.
Planning with Marshfield
The decision to diffuse to Marshfield rested mainly
on their need and commitment. They were actively looking
for alternatives to their present personnel evaluation
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practices and had functioning committees grapling with the
problems. It seemed clear that their need was real and
their interest in the POP project was sincere.
There had been several visits back and forth between
Marshfield and Amherst. Earlier, on August 20, the Assis-
tant Superintendent of the Marshfield School District had
visited Amherst to learn about what had been done with MBO
and to inquire about the possibility of the project provid-
ing training in Marshfield. The project staff met with the
Marshfield Superintendent on September 14. in that meeting
interest was expressed in pursuing a diffusion grant to
finance MBO training. MBO was going to be used to evaluate
the administrative functions of department heads and the
administrators had agreed to investigate MBO for their
evaluation. The need for training was evident.
The project staff returned to Marshfield on Septem-
ber 26 to meet with the Committee on Performance Evaluation.
That group had the tasks of writing job descriptions and
gearing up for a performance-based evaluation approach. The
exact approach to be implemented was not yet agreed upon.
The group wanted some help and favored pursuing a diffusion
relationship with POP.
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On Friday, October 12, the Marshfield Assistant
Superintendent and an elementary principal came to Amherst
for an afternoon and evening meeting with the project staff.
These two men had been, and continued to be throughout the
project, the main Marshfield contacts with the project.
The meeting was a work session devoted to roughing out the
prospectus that was due in Boston on October 26.
The primary concern at this meeting was the program
format. What form or forms would the contact between the
Amherst project and the Marshfield staff take? it was
decided that the major part of the program effort would be
devoted to inservice training sessions. Monthly sessions
were chosen. It was felt that a five hour workshop once a
month would be more productive than shorter, more frequent
sessions. Also, since approximately 45 administrators,
directors, coordinators, and department heads from
throughout the district were participating it was thought
that frequent sessions would be difficult to schedule. The
distance between Amherst and Marshfield, 125 miles, was
also a deciding factor, particularly in light of the oil
embargo imposed by the Arab nations.
To hold a five hour workshop required that the par-
ticipants would have to be fed. That meant holding the
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sessions outside of schools. Even though it would be
somewhat expensive, the planners thought ti would be well
worth the cost for several reasons. First of all, after a
full day at school people would want a change of scene.
A non-school environment, someplace that offered some
social amenities as well as food, seemed essential. Also,
some informal social aspects would be important parts of
the group processes involved in successful workshops.
It was decided to begin the program with a two
day conference away from Marshfield. it was hoped that a
nice hotel site on Cape Cod could be secured. Such a
would allow a certain amount of drama, ceremony,
and relaxation. Importantly, it would provide extended
training time so necessary to lay the foundations for the
remainder of the training sessions.
In addition to time, length, and location of ses-
sions, the planners felt that the manner in which the
sessions were taught was very important. The Marshfield
people wanted a lot of contact with Amherst people who
understood and were using MBO . Training would have more
"believability " if there were informal discussions, demon-
strations and simulations.
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Planning with the
Springfield Diocese
On October 5 representatives from the Springfield
Diocesan School District came to Amherst. The group includ-
ed the assistant superintendent, director of pupil services
and two principals. A fruitful discussion took place. The
Diocese people got a better idea of what the pop project
was about and what it could offer and the project staff got
some understanding of the needs and desires of the Diocesan
schools
.
Two Diocese schools were identified as highly
suitable targets for diffusion of the Amherst project. Our
Lady of Hope School, a large, urban, lower middle-class, K-8
unit, had been moving slowly toward individualized instruc-
tion through the use of teacher-made learning packages and
non-graded grouping. Teachers were hopeful, but frustrated
and were clearly open to help.
Sacred Heart School in Holyoke is an inner-city
school with all of the attendant problems; i.e. poverty,
racial and language difficulties, and few resources. The
parish is very poor and students pay no tuition. It had
something very important going for it though. In September
an entirely new faculty was placed in the school. This
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faculty was selected on the basis of expressed interest in
(1) working with the culturally deprived and (2) instituting
a program of individualized instruction. The result was a
tremendously energetic and enthusiastic staff that was
eager to learn and try new things.
The project staff visited Sacred Heart School and
Our Lady of Hope School. The visits were very informative;
it was obvious that the two schools are very different. The
physical plants are opposites. Our Lady of Hope School is
a new, very clean, traditional school building. it is also
crowded. Class size averages over forty children per class.
There is no unused space. The school is quite well equipped;
laboratory and resource materials are adequate.
Sacred Heart School, on the other hand, is very old,
dark, and somewhat dirty, but with lots of open unused
spaces and rooms. With little or no maintenance money, the
teachers had done their best to make the school cheery and
had, to a large extent, succeeded. The school is very poor
in equipment and library and resource materials. But the
non-use of the empty rooms, rooms that adjoined occupied
rooms, really struck the project staff. There was great
potential there and it was considered to be a challenge to
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the diffusion project to see if teachers would begin to
utilize the spaces.
The project staff went to Holyoke on October 17 to
meet with the representatives of the Springfield Diocese
Schools. The group consisted of the same people who had
visited POP in Amherst, namely the assistant superintendent,
the director of pupil services, and the principals of Sacred
Heart and Our Lady of Hope Schools. The purpose of the
meeting was to conceptualize the diffusion project and
outline the prospectus.
It was decided that a major part of the diffusion
effort would be inservice sessions. Workshop location and
meeting times were important issues. Because of the com-
plexity and enormity of the undertaking - changing the modes
of instruction in two schools - it was decided that contact
should be as frequent as possible between Amherst staff and
the staffs of the two schools. Therefore, sessions would
be held weekly from 3:30 to 5:30 on Tuesday afternoons. To
save time and travel they would be held in the schools. It
would also be more likely that Amherst staff members who
taught the sessions would plan to arrive early enough to
visit the schools.
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The nature of the workshops was important. The
Diocese people expressed the hope that the sessions be
practical and activity-oriented rather than theoretical
with the participants remaining passive. it was also
thought that an extended, overnight opening session would
be useful to get the project off to a good start.
In addition to workshops, it was felt that there
should be a lot of visiting. People from Sacred Heart and
Our Lady of Hope wanted to have first-hand views of examples
of individualizing instruction in Amherst classrooms.
Amherst staff should spend as much time in the two Diocesan
schools as possible. This kind of visiting would give
veryone a better view of what was presently going on in
the schools and make it easier to plan and introduce changes.
A peer-to-peer model was desired where people shared ideas
and supported each other in the process of change.
It was determined that money would be budgeted to
pay for all the substitute teachers required to free
teachers for visits (both Springfield and Amherst teachers)
and to teach sessions.
In December meetings were held in the two schools
to explain and discuss the diffusion project. Brief
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overviews of the Amherst approach to individualizing instruc
tion were presented. Anxiety was exhibited by some teachers
about the extent of time and commitment required by such an
undertaking. Teachers were very favorable toward the
teacher-to-teacher diffusion approach, and overall, atti-
tudes appeared to be positive.
Implementation of the
Diffusion Project
In this section an account is given of the imple-
mentation of the diffusion program. Training sessions and
other diffusion activities in Marshfield and the Springfield
Diocesan School District are described. (For a summary of
the workshops, including objectives, workshop formats and
activities, and training personnel, see Appendix A.)
Diffusion Activities
in Marshfield
On January 11 and 12 the first training session with
the forty two Marshfield participants took place. The group
included all the central office staff, all the building
administrators, four directors, seven department heads and
nine coordinators, totaling forty-two. Some of the coordi-
nators and department heads were officers in the teachers
association
.
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The conference was held In a hotel in Hyannis with
excellent facilities. While., the schedule didn't provide
for much leisure time, everyone enjoyed the good meals
together and the opportunities to get to know each other
better.
Participants arrived late Friday afternoon. The
first session was held before dinner and then the second
session went until 9 : 30. A full day of training was con-
ducted on Saturday with the conference dismissing at 3:30.
Ten Amherst teachers and administrators participated
as trainers and/or group facilitators. Not only did they
play important roles in the workshop, but since they would
all teach in one or more of the subsequent monthly sessions
it was felt that their attendance at this weekend workshop
would help them become acquainted with the Marshfield
participants and consequently, increase their effectiveness
as trainers. A human relations consultant, hired to help
plan the workshop, also participated.
Friday afternoon a lecture was presented on "A
Systems Approach" to give the Marshfield participants back-
ground on the Amherst project and to present a rationale for
MBO
.
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After dinner the human relations consultant conduct-
ed small group exercises in communication skills. The
exercises served two purposes: (1) to teach some skills
important in successful MBO procedures and (2) to help inte-
grate the group so that trainers and trainees could work
successfully together.
On Saturday a lecture, illustrated with transparency
projections and printed handouts, outlined the MBO process.
It was followed by questions and answers and discussions.
It was stressed that in MBO the supervisee and supervisor
mutually identified objectives and committed themselves to
the attainment of those objectives. The cooperative, help-
ing, positive aspects were emphasized.
The topic for the afternoon session was "Setting
and Operationalizing Goals." Learning activities included
a short lecture followed by small group work.
The conference concluded with participants complet-
ing workshop evaluation forms and a short discussion of
future training sessions.
After the Marshfield people left, the Amherst staff
held a debriefing session. Feelings of success and accom-
plishment were high. The evaluation forms filled out by
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Marshfield participants showed positive responses and dis-
cussion revealed that Amherst people concurred. A notable
outcome was the "high" felt by most of the trainers. Many
of them had little or no previous experience in consulting
or training and they felt very good about themselves and
what they had done.
Training in Marshfield resumed with an afternoon and
evening session held on February 11. it was the first of
monthly 5-hour workshops to be held through May. It, as
were future session, was held in a local restaurant. The
session began at 4:00 and went to 9:00, with a break for
dinner from 6:00 to 7:00.
The importance of "Helping Relationships" in MBO
was the topic of the before-dinner segment of the workshop.
Simulations and discussions were used to teach effective
helping behaviors. After dinner, in small groups, with
the help of Amherst teachers, participants completed a
sample MBO form.
The next session was on March 4. Three Amherst
principals who had experience in using MBO for personnel
evaluation shared their philosophies and experiences with
the Marshfield participants. The group was divided into
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thirds and rotated so that everyone was able to have a
discussion with the Amherst principals. Many issues of
concern were discussed in the small groups and later in
large group. The issues included:
Does MBO lead to merit pay?
How does an administrator get enough time to
operate an MBO program?
How do you make MBO a two-way street encourag-ing mutual input and support?
Does MBO improve instruction and student
learning?
Is MBO a disguised accountability scheme?
Do people set easy objectives so they will
be sure to attain them?
In addition to the workshop in March, the project
made some important new contacts with Marshfield personnel.
The Marshfield Teachers Association wished to discuss MBO
with some Amherst teachers. The Chairman of the Associa-
tion s Professional Rights and Responsibilities Committee,
who was participating in the workshops, asked a group of
teachers who had taught in the January and February sessions
to have an evening meeting with representatives of the
Association. The meeting, attended by twelve Marshfield
teachers and seven Amherst people, was an open, free
discussion of the positive and negative aspects of MBO as
an approach to teacher evaluation. The Marshfield people
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expressed several concerns. mostly centered around account-
ability and merit pay. Amherst teachers related their
positive experiences with MBO and pointed out that as it
was used in Amherst, MBO stressed growth and help rather
than judgment, threat, or pay.
The next day, March 14, the Amherst teachers visited
an elementary school where they had been invited by the
principal to discuss individualized instruction and MBO.
The April session, held on April Fool's Day, dealt
with the topics of data collection and giving feedback in
a non-threatening manner. The trainers presented sample
data collection instruments and used video-taped segments
of classroom activities to simulate actual supervision
experiences. Participants role played parts as teachers
and supervisors and thus, practiced collecting and present-
ing data. Discussions after the simulations centered on
what data were relevant and how to effectively present the
data. A conclusion sought was that factual data and des-
criptive feedback should be presented without attaching
evaluative statements.
The project had several activities in May in
Marshfield. The monthly session. May 13, dealt primarily
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with motivation theory as it relates to MBO. The theories
of Frederick Herzberg were presented and discussions insued
on how to make MBO a positive process that encourages indi-
vidual growth and renewal.
On May 24, the project staff met with the Marshfield
superintendent to get his concerns and desires for the final
workshop to be held June 7 and 8.
On May 30, by invitation, Amherst teachers and
project staff spoke to the staffs of two Marshfield elemen—
tary schools
. The principals of these schools wanted to
acquaint their teachers with MBO. An important purpose
was to allow teachers to ask questions since they had not
participated in the training but were aware of it. Teams
of Amherst people presented short explanations of the MBO
philosophy and procedures and answered questions in informal
two-hour sessions.
On June 7 and 8 the final Marshfield workshop was
held. Friday afternoon, June 7, several Amherst teachers
and administrators held individual conferences with each
of the Marshfield participants in the high school. The
conferences, each lasting from 20 to 40 minutes were
scheduled in advance so people came for their conference
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and then left. The conferences had two purposes: (1) to
answer any lingering questions about the MBO process or
philosophy and (2) to review MBO objectives that each parti-
cipant had written. In the May meeting each participant
was given a blank MBO form and asked to complete it and
send it to Amherst. This was considered to be a real,
practical exercise giving each participant some practice in
wr;*-t i n<3 MBO objectives and offering a review with an "out-
side person. It was thought that the review with someone
from Amherst would not be threatening and the resulting
document could serve as a good starting point in the fall
when real MBO agreements would be made. The MBO forms had
been studied by the Amherst consultants prior to the con-
ference so they were able to offer meaningful suggestions
and answer questions. The Marshfield teachers and adminis-
trators responded very positively to the opportunity for
one-to-one discussion.
Saturday morning the conference moved to a facility
in Plymouth overlooking the ocean. The morning was devoted
to determining to what extent support for MBO existed among
the district's administrators and supervisors and the de-
gree of commitment toward proceding with the implementation
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of MBO. The district personnel, for the most part,
entered the diffusion project to explore the possibility
of implementing MBO. The time had come to decide which
way to go. Important issues were raised, fears and frus-
trations were expressed, and active, sometimes heated discus-
sion ensued. The superintendent was often questioned about
his commitment to MBO and how extensive an implementation
he wanted. In the end it was obvious that there was great,
nearlY unanimous, support among the trainees for implement-
ing MBO as the approach for their evaluation in the coming
school year. Questions remained, though, as to what extent
MBO would be used with other district personnel.
Diffusion Activities
in Springfield Diocese
The opening workshop with the Springfield Diocese
was Friday evening, January 18, and all day Saturday,
January 19, at a little-used monastery on a beautiful site
in Western Massachusetts. When arrangements for a site
were being made, there were some feelings that a hotel type
setting would be more appropriate, but to nearly everyone's
agreement the facility turned out to be nearly perfect.
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The workshop was attended by nearly the entire
staffs of Our Lady of Hope School and Sacred Heart School,
including the principals, and the assistant superintendent
and the director of pupil services. Thirteen Amherst
teachers, about half of whom had gone to the workshop in
Hyannis, and project staff and one human relations consul-
tant attended as trainers.
An important objective of the weekend was for
everyone to get to know each other and to develop effective
working relationships. There were planned exercises for
that purpose including name games, singing and small group
discussion. Unplanned, or more correctly stated, unstruc-
tured activities during breaks also proved effective. Such
things as eating together, walking in the woods during
breaks and riding on the bus to and from the workshop all
contributed to reaching the objective.
The training objectives for the weekend dealt with
setting curriculum goals and using performance objectives.
Large group presentations and small group activities were
used to explore the uses of goals and objectives. Parti-
cipants wrote goals and practiced in translating the goals
into performance objectives. Amherst personnel were active
105
throughout the training; among their roles were presenters,
discussion leaders, and group facilitators.
The weekend provided an opportunity to collect pre-
assessment data. Before any training began pretests were
administered testing participants' abilities in recognizing
properly written performance objectives and categorizing
them into taxonomies. A questionnaire was administered
dealing with attitudes toward individualized instruction
techniques such as performance objectives, alternative
learning activities, small group instruction, and indepen-
dent study. The questionnaire also contained items concern-
ing the participants' perceived use of these techniques.
Again, as after the weekend workshop in Hyannis with
the Marshfield group, the Amherst people felt very positive
about both the success of the weekend and their own personal
growth. Indications were, from the results of written
evaluations and spoken comments, that the Diocese staff
members also felt the conference was a huge success.
After two exhausting, but rewarding and fruitful,
weekend workshops, the project staff perceived the need to
cultivate what appeared to be a budding cadre of trainers.
Much of the success of the workshops was attributed to the
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peer-to-peer approach. Also, the Amherst people were work-
ing together well as a training team, with the desire to
capitalize on that strength a letter was sent to all the
Amherst personnel (16) who had participated in the workshops
inviting them to attend an afterschool meeting on January 28.
Most of them attended the meeting. Everyone
expressed a desire for continued participation. it was
felt that they had initiated some good relationships and
that they would be able to make valuable contributions in
future sessions. While the number of Amherst teachers and
administrators who eventually participated as trainers rose
to over thirty
,
the personnel who attended the two January
weekend sessions became the nucleus of trainers.
On January 29 the first in a long series of weekly
afternoon workshops (3:30 - 5:30) was held at Sacred Heart
School. The session, "Taxonomy of Cognitive Objectives" was
taught by the project services coordinator. The success of
the previous weekend workshop was evidenced by the enthusi-
asm for the project displayed by participants.
Three after school workshops were conducted in
February for the teachers of Our Lady of Hope and Sacred
Heart Schools. The sessions were: February 5, independent
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Study, small Group, Large Group Instruction; February 12,
Classroom Management Strategies for Individualizing
Instruction; and February 26, Community Volunteers
- How to
Get Them.
In February there were many visits to and from
Amherst. The project paid for substitutes to enable the
Diocese teachers to visit Amherst schools and for Amherst
teachers to spend time in Sacred Heart School and Our Lady
of Hope School. The visits helped people from both districts
to have clearer insights into each others’ frames of
reference. The Diocese teachers gained a first-hand view
of Amherst programs and the Amherst teachers gained under-
standing of what existed in the two schools and what
obstacles would have to be overcome.
In March three afternoon workshops were conducted.
The topics were, "Recording and Reporting Student Progress,"
"Affective Objectives and Learning Activities," and
"Affective Development .
"
Feedback obtained from evaluation forms completed
by participants after sessions and from informal conversa-
tions and observations indicated that participants preferred
training experiences that were "practical." They liked
sessions that resulted in something or some idea they could
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take away and apply immediately in their own classes.
There was also the feeling that it was difficult to ade-
quately treat a topic in two hours, with those considera-
tions in mind, and remembering the success of the weekend
workshop in January, a weekend session on learning centers
was planned for March 22 and 23.
The meeting of the POP Advisory Board on March 7
contributed much to the planning of that workshop. it was
that the tenor would be activity —
— seeing, experi—
encing
, copying and creating learning centers. Teachers
*
pointed out that if the diffusion project concentrated on
practice rather than theory, the impact would be greater.
It was felt that at the heart of individualized instruc-
tion was alternative learning activities. Workshops should
give the Diocese teachers materials and ideas for alterna-
tive activities and skills for managing them.
A local Catholic retreat center was secured, with
excellent facilities for working, eating and sleeping. Some
people chose not to stay overnight, but most of them did,
and like the January weekend, it was a social as well as
a professional success. Approximately fifteen Amherst
personnel and thirty Diocese personnel attended.
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The Friday afternoon and evening segment of the
workshop consisted of a short presentation on the "what"
and "how" of learning centers, following which the Sacred
Heart and Our Lady of Hope teachers actually "experienced"
the many learning centers that the Amherst teachers had
set up. Part of Friday night and all day Saturday was
devoted to people copying materials for learning centers
or creating their own original ones. The project provided
all the necessary raw materials and for hours people worked
intently and enthusiastically. The workshop was considered
so successful that it was agreed to use another Saturday
in April to continue exploring the use of learning centers
as an approach to providing alternative learning activities
for individualizing instruction.
April began with an all day session on Saturday,
April 6. The theme was "Learning Center Approaches to
Individualized Instruction." It was held in the Amherst
Regional Junior High School where approximately fifteen
Amherst teachers, some in teams of two or three, demon-
strated learning center materials and activities in
language arts, math, science, health, and social studies.
Many of the Amherst teachers had not previously participat-
ed as trainers in the project. The schedule allowed
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participants to experience three or four learning centers
during the day.
The workshop emphasis was on activities that would
allow the Springfield and Holyoke teachers to actually
experience the learning centers to get insights into their
use with students. Time was also given to permit question-
ing and discussion.
*^rie participants displayed enthusiasm for
the instructional activities, there was one terrible failure.
Lunch was catered by a local health food cafe. An experi-
ment in doing something different for lunch backfired.
Almost no one enjoyed the food and the "bad taste" lingered.
The lunch received a terrible review in the workshop
evaluation. The lunch seemed to have some negative effect
on the whole workshop.
After two and one half months of frequent inservice
sessions, a change of pace was needed. Individualized help
was needed to support teachers as they attempted to imple-
ment what they had learned. Rather than offer more work-
shops and introduce new topics, it was decided that work
sessions to solidify the previous gains would be beneficial.
Therefore, for the rest of April, Amherst teachers who had
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taught sessions acted as consultants in the two schools.
They went to the schools as Diocese teachers requested
them. in informal sessions people worked together in
small groups to develop materials, plan, discuss problems,
and seek solutions.
In April the "pilot teacher" component of the
project really got off the ground. The pilot teams from
Amherst began working very closely with the pilot teachers
in Sacred Heart and Our Lady of Hope Schools. Visits back
and forth were made to observe classroom activities and
work sessions were held after school and in the evenings.
In May weekly workshops were resumed. Most of the
previous sessions were on general topics, philosophy, and
techniques. Sessions for May were on specific subject
matter areas and were attended only by those who had
interest in the specific subject matter. On May 7 the
session was on language arts. The May 14 offerings were
in science and health. Math and social studies were the
topics for May 21.
The Advisory Board met on May 2 to make plans for
the concluding workshops. Members felt that final workshops,
to be held on weekends, should be held in nice locations
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providing opportunities for some fun, relaxation, and
good food as well as serious work. The workshops should
not present new content, but should bring into focus past
accomplishments and lay plans for continued implementation
of approaches and skills that had been learned.
The final workshop for the Springfield Diocese was
held May 31-June 1 at Mount Snow, Vermont, since it was
between the ski and summer seasons, the hotel was nearly
empty, giving our group free reign in the use of the
facilities. Pleasant lobbies with beautiful views of the
mountains and warm decks and pool sides provided inviting
sites for small group workshop activities.
The workshop sought answers to three questions:
"What have we learned? What changes have resulted? what do
we do now?" Most of the work was done in small groups with
Amherst staff acting as facilitators.
The workshop began with a session where "wants" for
the weekend were expressed by the Diocese participants and
the Amherst staff. A list was made and referred to fre-
quently throughout the two days to guide the activities
and to evaluate workshop results.
An oft-spoken want on the part of the Diocese
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teachers and administrators was to clarify their future
responsibilities to diffuse within the Diocese. The pro
ject staff assured them that they were not expected to do
that within the coming school year.
Curriculum committees within the staffs of the
two schools met and, with Amherst teachers assisting,
assessed their present states. Time permitted some actual
development work and plans were made for activities for
the fall.
Several questionnaires and assessment instruments
were administered during the two days to collect data for
the project evaluation.
Summary
This chapter has given a brief history of the
Performance Objective Program and. a detailed account of
the development and implementation of the diffusion phase
of that project. The Amherst -Pelham Regional School Dis-
trict had a long history of individualized instruction and
had used a performance objective approach to curriculum
planning and personnel management. When the opportunity
came to diffuse portions of the Performance Objective
Program, the district entered a diffusion program with the
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Springfield Diocese School System and the Marshfield School
District
. The primary diffusion strategy employed was a
peer inservice approach that used practicing teachers and
administrators to instruct and share with other teachers
and administrators.
CHAPTER IV
A DESCRIPTION OF THE METHODOLOGY EMPLOYED
TO ASSESS THE DIFFUSION PROJECT
In Chapter III, an historical description of the
development and implementation of the Amherst Diffusion
Project was presented. This narration provides a back-
ground for the second part of this study which is an
assessment of various aspects of the Diffusion Project.
An important purpose of this study was to determine
the effectiveness of the project in achieving the stated
program objectives. In addition, an assessment was made
of the participants' attitudes toward various aspects of
the project. Another important purpose of this study was
to assess the effectiveness of selected diffusion proce-
dures. In Chapter IV the methodology used in these assess-
ments is described.
Assessment of the Program Objectives
in the Springfield Diocese
In this section is described the methodology used
in assessing the effectiveness of the project in achieving
the stated objectives. The four objectives were:
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1 .
2 .
3.
4.
The partLcipanCs will be able to differentiate between properly written and impro-perly written performance objectives and
objectives
Wr±te Pr°Perly—tructed
The participants will increase their abilityto use, and their use of, performance objecttives, induding higher order cognitive
objectives and affective objectives.
The participants will increase their use ofsmall group instruction and independent studym their classrooms. y
The participants will increase the number of
alternative learning activities available totheir students.
The assessment of these objectives was done through
the use of pretests and posttests and through written ques-
tionnaires
.
The exams used for pretests and posttests were
from the Instructor's Manuals of two filmstrip-tape pro-
grams by Vimcet Associates. One, "Educational Objectives
Quiz,"-*- listed twenty instructional objectives from which
the respondent was to identify those objectives which were
stated in performance terms. The other test, "Taxonomy
Classification Quiz," 2 required the respondent to classify
ten objectives as: a. psychomotor, b. affective.
Educational Objectives
,
Instructor's Manual to a
filmstrip-tape program. (Los Angeles: Vimcet Associates,
1967)
,
p. 8
.
2Selecting Appropriate Educational Objectives
,
Instructor's Manual to a filmstrip-tape program. (Los Angeles
Vimcet Associates, 1967), p. 4.
c.
cognitive
cognitive
- higher than lowest level, and d
lowest level. The quizzes were chosen because they were
validated by W. James Popham and Eva Baker in studies at
U.C.L.A. and because they closely paralleled training
materials used in the program.
The tests were administered to all participants in
the opening workshop, on January 18, 1974. The tests were
not corrected during the workshop nor were the answers
given. They were given again in the two schools during
the second week in June. They are presented in Appendix
B.
Two questionnaires were developed as part of this
study; they are "Individualizing Instruction Questionnaire"
and Total Program Evaluation Questionnaire."
"Individualizing Instruction Questionnaire" is a
P^- s s es sment
,
post—assessment instrument. Among other
it elicited responses related to the program objec-
tives. It was administered to all participants in the
opening workshop on January 18 and again at the closing
workshop on June 1, 1974. it contained only "closed"
items to which the respondents indicated their responses
on Likert-type five-point scales. One response pattern
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was: (1) strongly agree, (2) agree, (3) undecided,
(4) disagree, and (5) strongly disagree. The other pattern
was: (1) very great extent, (2) great extent, (3) moderate
extent, (4) very small extent, and (5) no extent at all.
The questionnaire is presented in Appendix C.
The "Total Program Evaluation Questionnaire" was
a post-assessment-only instrument that was administered to
all participants at the closing workshop. it had both
open-ended and close-ended items. The instrument is
presented in Appendix D.
Concerning the participants' abilities to recognize
and to write performance objectives, the pre/post-assessment
instrument contained two items. item number 13 and number
15 called for the respondent to indicate agreement or dis-
agreement on the five-point scale.
13. I have the ability to write affective
objectives (objectives concerned with
attitudes or values) for the subjects
I teach.
15. I have the ability to write higher
order cognitive objectives for the
subjects I teach (objectives that
require mental processes beyond
memory or recall)
.
The post-assessment-only instrument had the following item
using the extent pattern:
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12 . To what extent have the activities
and/or personnel of the diffusion programincreased my ability
a. to write performance objectives?
d. to write high order performance
objectives (objectives that require
mental processes beyond memory or
knowledge)
?
e. to write affective objectives
(objectives concerned with attitude
or values)?
The pre/post assessment instrument had five items
related to the participants' abilities to use and their
actual use of, performance objectives. item number 14,
using the "agree/disagree" response pattern, was:
I have the ability to use higher order cognitive
objectives in the subjects I teach (objectives
that require mental processes beyond memory or
recall)
.
That questionnaire also had items using the "extent"
response pattern. Items number 27 and number 28 were
matched, with one asking the extent to which the respondent
used affective objectives and the other item asking the
extent to which he or she thought affective objectives
should be used. Items number 29 and number 30 did the
same thing with higher order cognitive objectives.
The post—assessment-only questionnaire had the
following closed item related to increased use of perfor-
mance objectives:
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13. As a result of the training I have received
in the diffusion program, to what extent have
I increased my use of the following instruc-
tional tools and strategies?
a. high order performance objectives
(objectives that require mental pro-
cesses beyond memory or knowledge)
.
k* affective objectives (objectives
concerned with attitudes and values)
.
i. affective activities (concerned with
attitudes and values)
.
Related to the use of small group instruction and
independent study in the participants' classrooms, the
pre/post assessment questionnaire had two pairs of closed
questions. In items 20 and 21 the respondents were asked
the extent to which they worked with students in small
groups and the extent to which they thought they should.
Items 20 and 21 did the same thing with working with
students on a one-to-one basis.
In the past-assessment-only questionnaire item 13
asked the respondents to what extent, as a result of the
training, they had increased the use of a number of instruc-
tional tools and strategies. Among them were small group
instruction, independent study, and one-to-one contact
with students.
To assess the participants' increased use of
alternative learning activities the following items from
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the pre/post assessment instrument were used:
16. it is important for me to increase the
opportunity for my students to select
alternative learning activities
.
35. To what extent are your students provided
with alternative learning activities for
each of the teacher proposed objectives?
36. to what extent do you think your students
should be provided with alternative learn-
ing activities for each of the teacher-
proposed objectives?
The total program evaluation questionnaire had the
following closed questions, using the extent response
pattern, related to alternative learning activities:
12. To what extent have the activities and/or
personnel of the diffusion program increased
my ability:
f. to provide alternative learning activi-
ties for my students?
13. As a result of the training I have received
in the diffusion program, to what extent
have I increased my_ use of the following
instructional tools and strategies?
g. alternative learning activities,
j. learning centers.
Assessment of Participants * Attitudes and
Opinions toward Individualized Instruction
and toward the Use of Performance Objectives
The overall goal of the diffusion program with the
Springfield Diocese was to make the instruction more indi-
vidualized in Our Lady of Hope School and Sacred Heart
School. The underlying assumption of the project was that
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if the program objectives were attained, then there would
have been important progress toward that overall goal.
But in introducing such an enormous change, the attitudes
and perceptions of the teachers toward individualized
instruction and related issues are cirtical. Therefore,
3 purpose of this study was to document the participants 1
attitudes toward the importance of individualizing instruc-
tion at the beginning and at the end of the project and to
note any changes. Since the project advocated the use of
performance objectives to help individualize instruction,
participants' attitudes toward performance objectives
were assessed.
The two written questionnaires previously described
were also used to assess participants' attitudes toward
performance objectives and the importance of individualiz-
ing instruction. The instruments were used to elicit per-
ceptions of the extent to which the participants were
individualizing instruction at the beginning and at the end
of the project.
The pre/post assessment instrument, "individualizing
Instruction Questionnaire," contained four closed items
related to participants' attitudes and perceptions toward
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individualizing instruction. Following are those items
1 .
11
.
17.
18.
one closed ended item and four sub-parts that related to
the teachers' abilities to individualize instruction.
12. To what extent have the activities and/or
personnel of the diffusion program increased
my ability:
b. to manage a classroom with students
pursuing different objectives and
activities
.
c. record and report student progress.
g. write curriculum.
h. meet individual student's needs.
Two open-ended items asked participants to briefly state
three skills and three areas of knowledge they gained from
the program.
The pre/post assessment questionnaire had a number
of items to assess participants' attitudes toward perfor-
mance objectives. The following items used the agree-
It is important to me to be successful andcompetent in implementing an individualizedinstructional approach in my classroom.
Students should have a say in what they learnin school. *
Although individualizing our educational
programs has been a time honored goal of
most teachers, I am genuinely perplexed asto how I could actually individualize
instruction in a classroom.
The best way to individualize instruction isto allow students different amounts of time
to complete their work.
The post-assessment-only questionnaire contained
disagree response pattern:
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2 .
3.
4.
5.
7.
8 .
9
.
10 .
12 .
There were also two pairs of questions, numbers 31, 32, 22,
and 34, related to the use of performance objectives. One
pair asked respondents the extent to which their students
created their own goals and objectives and the extent to
which they should create them. The other pair asked the
extent to which students had the opportunity to select
from a variety of teacher-prepared objectives and the
extent to which they should have that opportunity.
Most purposes of education can be expressedterms of measurable or observable^tudentperformance or behavior. ud
The use of performance objectives helps toindividualize instruction.
The use of performance objectives will keepus from reaching the really important goalsof education.
My teaching style does not readily lenditself to the use of performance objectives.Performance objectives help the teacher to
manage the continuous progress of students.Using performance objectives is simply a "fad,"that will pass by as other educational ,, fads"
,
have done
.
Students achieve more when they know exactly
what is to be learned.
Performance objectives are too specific; they
narrow the educational process.
Performance objectives can be written to
encourage creativity on the part of the student.
Assessment of the Program Objectives
in the Marshfield School District
In this section is described the methodology used
in assessing the effectiveness of the project in achieving
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the stated objectives. The two objectives were-.
1. Participants will demonstrate positive atti-tudes toward Management by Objectives (MBO)
as a personnel evaluation system.
2. Participants will demonstrate knowledge of
the principles of Management by Objectives
(MBO) as specified in the workshop traininq
objectives
.
The assessment of these objectives was done through
the use of two instruments. One, "MBO Readiness Question-
naire," was a pre/post instrument administered in January
and in June. The other instrument, "Total Program Evalua-
tion Questionnaire," was a post- assessment-only instrument'
administered in June.
The pre/post questionnaire came from a training
manual. Management by Objectives
, by Glenn Varney. 3 The
instrument is an attitudinal survey. it was used because
it was the only instrument the investigator could find
that purported to test MBO readiness. It consists of
twenty items that complete the statement "The best way to
get good performance out of employees is to . . . " The
respondents marked their responses on a five-point scale
^Glenn H. Varney, Management by Objectives (Chicago:
The Dartnell Corporation, 1971)
,
pp. 9-10, 10A, 10B.
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from "Agree Completely" to "Disagree Completely." After
scoring, the results were charted to show MBO readiness on
a scale from "Non MBO Range" through
"Transitional Range"
to "MBO Range." Two profile scales were made. The S/j
or Subordinates Job profile shows how the respondent sees
his or her subordinates managing their jobs. The S/S or
Supervisor's Job profile shows how the respondent sees
himself or herself managing his or her own job. The
instrument, with scoring instructions and profile sheet,
is presented in Appendix E.
The MBO Readiness Questionnaire 11 was administered
to the participants in the Friday evening session of the
beginning workshop held January 11, 12, 1974. The ques-
tionnaire was not scored or discussed at that or subsequent
workshops. The questionnaire was administered again at the
closing workshop on June 9.
The other instrument, the "Total Program Evaluation
Questionnaire" contained items on all aspects of the diffu-
sion program with Marshfield and was administered at the
closing workshop. It was developed as part of this study.
Both open and closed items were included. It is presented
in Appendix F.
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The questionnaire contained five closed items
related to the participants' attitudes toward MBO. The
respondents were asked to indicate their agreement or dis-
agreement, on a five-point agree-disagree response pattern,
with the following statements:
8. I like the Management by Objectives (MBO)
approach to personnel evaluation.
9. The Management by Objectives (MBO) approach
to personnel evaluation accurately assesses
a person's performance.
10
I am satisfied with the personnel evaluation
format (s) currently used in the Marshfield
District
.
12
. I disagree with the philosophy and theory
of MBO.
13. Given the choice of being evaluated in the
"traditional" format or through MBO, I would
choose MBO.
It also had a closed item, number 18, seeking the partici-
pants' perceptions of the extent to which they accomplished
the training objectives. Twenty-two training objectives
from all the workshops were listed and the respondents were
asked to indicate on a five-point scale response pattern
the extent to which they attained the objectives.
An open-ended item, number 14, from that questionnaire
was very important to the assessment of program objective
number two. The participants were asked to briefly state
three skills or understandings that they gained as a result
of participating in the program.
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Assessment of tha Success of
Program and of Selected Diffusion
Procedures
An important purpose of this study was to determine
if the program was considered by the participants to be
successful and worthwhile. Another purpose was to deter-
mine the effectiveness of selected procedures employed.
Since the project was primarily an inservice training pro-
gram, this study assessed selected aspects of the training
procedures used and the aspects of workshop meeting times
and locations.
One of the obvious ways to determine if the pro-
gram was a success was to ask the participants if they
felt it was successful and worthwhile. The post-assessment-
only questionnaires described above contained several items,
both close-ended and open-ended, that elicited participants'
perceptions of program success.
Items number 1 through number 5 in the Springfield
Diocese post- assessment-only questionnaire asked about
program success. Item number 1 asked participants to
indicate if they found the program interesting or boring.
Item number 2 asked whether the program was valuable or
worthless. Item number 3 asked the participants to indicate
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if the experiences they gained were worth the amount of
time spent in the program. item number 4 asked them,
knowing now what the program was like, if they had the
choice would they have participated in the program. All
of these items were close-ended with five choices, from
"very positive" through "neutral" to "very negative."
Item number 5 asked them to indicate on a seven-point
continuum the priority they would assign to taking time
out of a typical workyear to participate in a similar
training program.
In the post- assessment-only questionnaire used in
the Marshfield project, items number 1, 2, 3, and 5 related
to program success. Using the five—point extent pattern,
the participants were asked to indicate the extent to which
ideas new to them were presented and their expectations for
accomplishments were fulfilled, and the extent to which
they enjoyed their participation. That questionnaire also
contained the following items related to the aspect of
program success:
6. I found participating in the Marshfield-
Amherst inservice program
a. a very valuable learning experience
b. a learning experience of some value
c. an experience which was neither valuable
nor worthless
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7.
d. an experience somewhat worthless
e. an experience which was completely
worthless
Now that I know what the inservice programis like, if i had the choice, i would
a. have definitely participated in the
program
b. have probably participated in the
program
c. not know whether I would or would not
have participated in the program
have probably not participated in the
program
have definitely not participated in
the program
d.
e
.
The post assessment-only instruments contained
several items eliciting participants' perceptions and
comments about the effectiveness of the training techniques.
Open-ended questions aksed respondents to list the greatest
strengths and weaknesses of the program.
Item number 6 in the Springfield Diocese instrument
was important in assessing the effectiveness of the training
techniques. It listed twelve instructional techniques
incorporated into the program, including such things as
lectures, small group discussions, the range of topics and
the assistance provided by the Amherst staff. Participants
were asked to rate the quality of the separate techniques
using a five-point scale from 1 (outstanding) to 5 (very
poor) . They also rated the quantity on a five-point scale
from A (not enough) to E (too much)
.
Another issue of interest in this study was the
effect of the time and location of the workshops. After
the opening over-night session in January and after the
Closing over-night session in June, the Springfield Dioces
participants, in session evaluation forms, were asked the
extent to which the location of the workshop made an
important contribution to it. m open-ended questions
they were asked how they felt about having two-day work-
shops and if the expense (paid for by the project) was
justified.
Also the total program evaluation instruments con-
tained several items related to this aspect of the program
Marshfield participants were asked the extent to which
holding the sessions in settings other than schools con-
tributed to the success of the project (#4). A variation
of that item was framed for an agree-disagree response
(#11 )
.
Assessment of the Use of Practicing Teachers
in the Training of Other Teachers
The backbone of the diffusion procedures employed
by the program was the use of a peer mode of inservice
education. Teachers and administrators from one district
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were used to teach teachers and administrators in other
districts. An important purpose of this study was to
assess the effectiveness of that procedure. Three issues
were assessed: (1) was the use of these teachers and
administrators effective, as perceived by the trainees?
(2) what personal and professional benefits, if any,
accrued to the teachers and administrators that served as
trainers? (3) what were some of the effects on the diffu-
sion district (Amherst)?
Data for answering these questions came from the
total program evaluation questionnaires administered at
the closing sessions and from questionnaires completed by
the trainers. In June, the Amherst teachers who had
participated as trainers in two or more sessions were given
a written questionnaire related to their experiences as
trainers. These questionnaires were completed and mailed
anonymously to the project office. The complete question-
naire is presented in Appendix G.
Interviews were conducted by the investigator and
by the project director with several school administrators
eliciting their perceptions of the diffusion project
effects on the Amherst participating teachers and the
Amherst school system. Those interviews, along with many
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casual conversations with district personnel were conducted
throughout the project period.
The open-ended questions in the session evaluation
forms and the total program evaluation questionnaires pro-
vided much data related to the use of a peer mode of
instruction. Of particular worth were the questions
"What were the greatest strengths of the sessions?" and
"What were the greatest strengths of the total program?"
A closed item, number 6, in the Springfield total program
evaluation questionnaire asked the participants to rate
the quality and auantity of the assistance they received
from the Amherst trainers.
The questionnaire administered to all the Amherst
teachers who served in training roles contained the follow-
ing close—ended items related to their experiences "
1. I have found that participating in planning
and instructing in this diffusion project has
made an important contribution to my profes-
sional growth.
2
. I feel more competent now as an inservice instruc-
tor/facilitator than I did at the beginning of
the diffusion project.
3. If given the opportunity I would like to serve
in a similar capacity at some time in the future.
4. The diffusion project required too much of my
time
.
6. My main incentive for participating in the
diffusion project was the stipend.
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8 . The
the ?
aLthat 1 received for participating indiffusion project was fair.
The following open-ended items from that instrument
are related to this issue:
9. The reasons I decided to participate in the
Diffusion Project were:
10. I feel that participating in the planning
and instruction of this Diffusion Project has
increased my professional expertise in the
following ways
:
13. Did you have any negative experiences related
to the Diffusion Project? Specify.
14. What were the major weaknesses of the Diffusion
Project?
The questionnaire contained the following closed
items related to the trainers perceptions of benefits
accruing to the Amherst district:
5. I think the Amherst-Pelham schools will
benefit from this diffusion project.
7. I felt that my participation in the
diffusion project had a negative effect on
my own students because of the time that I
was away from them.
The questionnaire also had two open-ended items
related to this issue:
How will the Amherst-Pelham School District
benefit from your participation in the
Diffusion Project? (Or how has it already
benefited?) Please be as specific as possible.
*
11 .
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12 What other benefits do you think the AmherstPelham School District will receive or has
Project/
e
(Not
ed beCaUSe of the Diffusion
Participation!)
n6CeSSarily 33 3 r*SUlt
Treatment of the
The data are presented in Chapter V in tabular,
graphic, and narrative form. Numbers of responses, per-
centages, and weighted mean scores will be noted, as
well as any differences in percents of responses that
are found to be significant. Significant difference was
determined by comparing responses to questionnaire items
in January with responses in June.
In order to determine the level of significance,
the following formula was used: 4
t = PI - P2
Pl^l
+
P232
Ni N'
Pi — percent of group one that possess some trait
*2l ~ percent of group one that does not possess the trait
P2 = percent of group two that possess some trait
4R. H. Koenker, Simplified Statistics (Bloomington,
Illinois: McKnight and McKnight Publishing Co., 1961),
pp. 100-101.
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q2 percent of group two that does not possess the trait
Ni = number of participants in group one
N2 = number of participants in group two
The degrees of freedom (d.f.) „as calculated using the
following formula:
^ * f • ~ + ^2 — 2
Any »t" score that had a level of significance above the .05
level or .01 level was so signified.
Weighted mean scores were computed by assigning weights
to each of the responses in the five point response pattern.
The weights were from 5 to 1 or 1 to 5 depending on whether
the statement was stated as pro or con. The wieghted mean
score was used to compare differences in responses to an
item in January and in June. It was also used to compare
responses to items with other items.
CHAPTER V
PRESENTATION AND ANALYSIS
OF THE FINDINGS
In Chapter IV was presented a description of the
methodology employed to assess the attainment of the
Diffusion Program objectives. The methodology used in
assessing the effectiveness of selected aspects of the
diffusion procedures was also described. m chapter v is
presented an analysis of the findings. The chapter has
five major parts with findings related to : (l) program
objectives in the Springfield Diocese, (2) attitudes
toward individualizing instruction and performance
objectives, (3) program objectives in Marshfield,
( 4 ) worth
of the program and effectiveness of selected diffusion
procedures as perceived by the participants, and (5) use
of teachers in the training of other teachers.
Presentation and Analysis of the
Findings Related to the Program
Objectives in the Springfield Diocese
There are four objectives for the Diffusion Program
in the Springfield Diocese. The data from the assessment
of those objectives were analyzed and presented in narrative
and tabular form.
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Objectives #1 and £S>
1 .
2 .
The participants will be able to differ-entiate between properly written andimproperly written performance objectivesand will be able to write properly coni
structed objectives.
The participants will increase their
ability to use, and their use of, perfor-
mance objectives, including higher order
cognitive objectives and affective
objectives
.
In Table 1 are presented the mean scores on the
exam used to pretest and posttest the participants' abili-
ties to distinguish between properly and improperly written
performance objectives. The mean score increased greatly,
by 22 percentage points, from 62% in January 1974 to 84%
in June 1974.
TABLE / A COMPARISON OF THE MEAN SCORES OBTAINED BY THE PARTICIPANTS ON
THE PRETEST AND POSTTEST EXAM FOCUSED ON RECOGNIZING PROPERLY
STATED PERFORMANCE OBJECTIVES, JANUARY 1974 AND JUNE 1974.
Mean Score
Standard
N # % Deviation
Pretest
(January, 1974) 29 12.4 62 2.93
Posttest
(June, 1974) 22 16.8 84 2.61
Difference 4.4 22
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in Table 2 are presented the mean scores on the exam
used to pretest and posttest the participants’ abilities to
identify the learning domain of written performance objec-
tives. The test required participants to label performance
objectives as cognitive - lowest level; cognitive
- higher
than lowest level; affective; and psychomotor. There was
almost no change in the mean scores, in January 1974, the
mean score was 71% and in June 1974, it was 73%.
TABLE Z A COMPARISON OF THE MEAN SCORES OBTAINED BY THE PARTICIPANTS ON THE
PRETEST AND POSTTEST EXAM FOCUSED ON IDENTIFYING THE LEARNING DOMAIN(PSYCHOMOTOR, AFFECTIVE, OR COGNITIVE) OF THE STATED PERFORMANCE
OBJECTIVES, JANUARY 1974 AND JUNE 1974.
N
Mean Score
# %
Standard
Deviation
Pretest
(January, 1974) 29 7.1 71 2.62
Posttest
(June, 1974) 23 7.3 73 2.37
Difference 0.2 2
In Table 3 is presented a comparison of the parti-
cipants ' reactions in January 1974 and June 1974 to state-
ments related to their abilities to write and use affective
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objectives and higher order cognitive objectives. At the
beginning of the program 55% of the participants believed
they could write affective objectives. That belief had
increased to 63% in June at the program's conclusion. At
the beginning. 17% of the teachers thought they could not
write affective objectives; in June that figure had decreased
slightly to 12%.
TABLE 3 A COMPARISON OF THE SPRINGFIELD PARTICIPANTS’ PERCEIVED ABILITIESTO WRITE AND USE AFFECTIVE OBJECTIVES AND HIGHER TOOT™OBJECTIVES IN JANUARY 1974 AND IN JUNE 1974.
Percent and Weighted Mean Score
Jan. 1974 June 1974
Item Number (N Jan., Type of (Wtd. (Wtd.
and Stetement N June) Response* % Mean) % Mean) Dif ferenci
13. I have the ability to write S.A. °)
55
13")
affective objectives (objec- A. 55' 50J 63 +8tives concerned with attitudes UD. 28 (3.10) 25 (3.63) (+.53)
or values) for the subjects I D. 10 12
teach. (29, 24) S.D. 7 0
14. I have the ability to use S.A. 143
66
18")
higher order cognitive objec- A. 52) 65/ 83 +17
tives in the subjects I teach UD. 34 (3.79) 13 (3.96) (+.17)(objectives that require men- D. 0 4
tal processes beyond memory
or recall). (29,23)
S.D. 0 0
15. I have the ability to write S.A. 10 1 45
14)
78
-
higher order cognitive objec- A. 35f 64) +33
tives for the subjects I teach UD. 41 (3.41) 18 (3.86) (+.45)
(objectives that require men- D. 14 4
tal processes beyond memory
or recall. (29, 22)
S.D. 0 0
Key to type of response: S.A. = Strongly Agree; A. = Agree; UD. = Undecided;
D. * Disagree; S.D. = Strongly Disagree.
141
There was a much larger increase in the participants
perceived abilities to write higher order cognitive objec-
tives. in January. 45% of the participants thought they
could write higher order objectives; that number had in-
creased by 33 percentage points to 78% by June (significant
to .05 level). As for having the ability to use higher
order cognitive objectives, in June 83% of the participants
thought they could. That figure had been 66% in January.
In Table 4 are presented the participants' res-
ponses as to the extent to which they should use affective
objectives and higher order cognitive objectives. in
January
, 29% of the teachers responded that they used
affective objectives to great or very great extent. That
compared with 83% who said they thought they should use
affective objectives to a great or very great extent. By
June, the extent of use had increased slightly to 35%
while the percent of teachers who thought they should use
affective objectives to a great or very great extent had
decreased to 74%. The increase in use and decrease in
perceived ideal use of affective objectives accounted for
a reduction in the gap between real and ideal use from
54 percentage points in January to 39 points in June. In
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TABLE 4 ACOMPARISON OF PARTICIPANTS' PERCEPTIONS OF THE EXTENT TO WHICHTHEY USE AND THE EXTENT TO WHICH THEY THINK THEY SHOuS USE^rWOBJECTIVES AND HIGHER ORDER OBJECTIVES, JANUARY 1974 AND JUNE 1974^
Percent of Resoonse and Weiahted m<ean Score
Jan. 1974 June 1974
Item
and
N^er (n Jaru#
Statement n June)
Type of
ResDonse*
Y>
(Wtd.)
(Mean) X
(Wtd.)
(Mean)
27. In the subjects you teach. V.G. 4)
29 17)to what extent do you use G. 25) 18)
•35 + L
affective objectives?
(28, 23)
M.
V.S.
53
18
(3.14) 48
13
(3.30) (+ 16)
• N. 0 4
28. To what extent do you think V.G. 21)
.83 26)
.74you should use affective ob- G. 62j 48) -9jectives in your classroom? M. 17 (4.03) 26 (4.00) (-.03)
(29, 23) V.S. 0 0
* N. 0 0
29. To what extent do you use V.G. 3)
>55 13)>48higher order cognitive objec- G. 52) 35) _ 7
tives in your classroom? M. 42 (3.55) 43 (3.52) .(-03)
(29, 23) V.S.. 3 9
N. 0 0
30. To what extent do you think V.G. 21)
[71 22)
)
74 + 3you should use hiqher order G. 50) 52)
cognitive objectives in your M. 25 (3.75) 26 (3.96) (+21)
classroom (28, 23) V.S. 4 0
N. 0 0
*Key to type of esponse? V.G. » Very Great Extent; G. = Great Extent;
M. * Moderate Extent; V.S. = Very Small Extent; and
N. » No Extent At All.
January
, 55% of the teachers responded that they used
higher order cognitive objectives to a very great or great
extent, compared with 48% in June. Seventy one percent
thought they should use higher order objectives in January,
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a figure that increased slightly to 74% in June. The gap
between perceived use and ideal use of higher order cogni-
tive objectives increased from 16 percentage points in
January to 26 points in June.
The participants were asked in June in a question-
naire to indicate the extent to which the activities and/or
personnel of the Diffusion Program had increased their
abilities to write and use performance objectives, includ-
ing higher order cognitive and affective objectives. The
responses are presented in Table 5 and Table 6. As the
data in Table 5 indicate, 52% of the teachers thought that
the Diffusion Program increased their abilities to write
performance objectives to a very great or great extent.
But only 28% of the teachers thought the Program helped
them learn how to write higher order objectives to a
great or very great extent. Another 28% thought it did
little or nothing to help them learn how to write higher
order objectives. The result was almost exactly the same
for affective objectives, with 29% responding to a great
or very great extent and 29% to a very small extent or no
extent at all. Thirty seven percent of the teachers
thought they had increased their use of higher order
144
TABLE S
FOCUSED ON THE ^EOT^O^IC^T^P-RCEi^Tm^ ^ STATEMENTS
PERSONNEL OF THE DIFFUSION PROGRAM ACTIVITIES AND/OR
ABILITIES to write PERFORMANCE objectives
THEIR PARTICIPAWrs’
i
Percent of Respond
and
Weighted Mean Score
(Weighted
Mean
Score)
To what extent have the activities and/or
personnel of the diffusion program increased
my ability to:
a. write performance objectives (25)
write higher order performance objectives
(25)
e. write affective objectives (24)
V.G. 8)
>52G. 44)
M. 28
v.s. 20)
:2o
N. oj
V.G. 4
i
.28
G. 24)
M. 40
V.S. 28)
>28
N. 4)
V.G. 4
!
i.29
G. 25)
M. 42
v.s. 25)
.29
N. 4)
(3.40)
(2.96)
(3.00)
Key to type of response: V.G. = Very c-reat Extent; C-. = Great Extent;
M. » Moderate Extent; V.S. = Very Small Extent;
and N. » No Extent at all.
performance objectives to a very great or great extent,
as indicated in Table 6. Many more, 64% of the teachers,
thought they had increased their use of affective objectives
to a great or very great extent as a result of the diffusion
training
.
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TABLE i
FOCUSED ON THE JUNE 19?4 T° STATEMENTS
AS HAVING INCREASED THEIR USE OF PERFORMAN^ObScT^S^
0
Percent of Response
and
Weighted Mean Score
Item Number and Statement
(Weighted
Mean
Score
13. As a result of the training I have received in
the diffusion program, to what extent have I
increased my use of the following instructional
tools and strategies?
a. higher order performance objectives (24)
b. affective objectives (22)
i. affective activities (23)
<ey to type of response: V.G. = Very Great Extent; G.
M. = Moderate Extent? V.S. =
and N. = No Extent at all.
V.G. 3 }>37G
. 29)
M. 42
V.S.
>21
N. 4)
V.G.
64
G . 50)
M. 27
V.S. 3 )' Q
N. 0)
> 9
V.G. 9
G. 39
M. 43
V.S. 9
N. 0
(3.21)
(3.68)
(3.48)
= Great Extent;
Very Small Extent;
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Objective #3
The participants will increase their
in
a
t
1
L!r°cLs
i
sr^!
i°n ^ ***
in Table 7 is presented a comparison of the parti-
cipants ' responses in January and in June as to the extent
they use small group instruction, one-to-one instruction,
and large group instruction and the extent to which they
think they should use those modes of instruction. m
January 50% of the teachers responded that they used small
group instruction to a very great or great extent. That
percent increased to 65 in June. There was a slight drop
m the percent of teachers who thought they should use
small group instruction to 82% in June. The gap between
the perceived real use and ideal use was reduced by over
half, from 36 points in January to 17 points in June.
As for working with students on a one-to-one basis,
47% of the teachers thought they were using that mode of
instruction to a great or a moderate extent in January.
That figure increased slightly to 52% in June. The percent
of teachers who thought they should work with students indi-
vidually to a great or moderate extent remained virtually
the same from January to June, 75% and 74% respectively.
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I TABLE 7 A COMPARISON OF THE PARTICIPANTS' PERCEIVED USE AND THE EXTENT TOWHICH THEY THINK THEY SHOULD USE SMALL GROUP INSTRUCTION, ONE-TO-ONESTRUCTION, AND LARGE GROUP INSTRUCTION, JANUARY 1974 AND JUNE 1974.
Percent of Response and Weighted Mean Seor*
Jan, 1974 June 1974
Item Number
20 .
21 .
22 .
23.
25.
To what extent do you work V.G. 21)
50 13) 65 + ISwith students in small group G. 29) 52)
settings (3-8 students) ?
(28, 23)
M.
v.s.
39
7
(3. 57) 22
13
(3. 65) (+.08)
•
N. 4 0
To what extent do you think V.G. 41) 27)
.82you should devote classroom G. 45 y
•OO
55)
time working with students M. 14 (4. 28) 18 (4. 09) (-.19)
in small group settings? v.s. . 0 0
(29, 22) N. 0 0
To what extent do you devote V.G. 7 5
your classroom time working G. 11)
>47 9) + £
with individual students on a M. 36) (2..79) 43]>jZ (2..76) (-.03)
one-to-one basis? (28, 21) V.S.. 46 43
N. 0 0
To what extent do you think V.G. 21 17
you should devote your class- G. 46]
>75 39]
f
74
•
-1
room time working with indi- M. 29] (3 .86) 35] (3,.64) (-.22)
vidual students on a one-to- V.S. 4 9
one basis? (28, 23) N. 0 0
To what extent do you work V.G. 7 5
with your students in a large G. 4 18
group or whole class setting? M. 57!
\
79 (3 .07)
45'
1”
(2 -95) (+.12)
(28, 22) V.S. 22] 32 + X.
N. 0 0
To what extent do you think V.G. 0 0
you should work with your G. 4 9
(+.22)students in a large group or M. 48;
^96
(2 .55) 59
f
91
(2 .77)
whole class setting? V.S. 48; 32 + s
(28, 22) N. 0 0
>Key to type of esponse: V.G. = Very Great Extent; G. - Great Extent;
M. = Moderate Extent; V.S. = Very Small Extent; and
N. = No Extent At All.
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Ninety six percent of the teachers in January
thought they should use large group instruction to a moder-
ate or very small extent, but 79% of them responded that
they were actually using large group instruction to that
extent. There was not much change in June when 91% thought
that they should use large group instruction to a moderate
or very small extent and 77% responding that they actually
used large group instruction to that extent.
The weighted means presented in Table 7 indicate
that in June, small group instruction was the most fre-
¥
quently used mode of instruction (3.65) and also most
preferred (4.09). Large group instruction was least pre-
ferred mode of instruction (2.77), but individual instruc-
tion was least used (2.76).
The participants were asked in June in a question-
naire to indicate how much they had, as a result of the
diffusion training, increased their use of small group
instruction, independent study, one-to-one contact with
students, and learning centers. The responses are presented
in Table 8. Nearly half of the teachers said that they
increased their use of small group instruction to a very
great or great extent. Forty three percent increased the
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independent study opportunities for students to a very
great or great extent, and 45% of the teachers responded
that they increased their one-to-one contact with students
by that same extent. By far the largest increase came in
the use of learning centers; 74% indicated that they
increased the use of learning centers to a great or very
great extent. No one reported that the training program
helped them increase the use of these instructional modes
to no extent at all.
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TABLE 8 RESULTS OP THE PARTICIPANTS ' RESPONSES IN JUNE 1974 TO STATEMENTSFOCUSED ON THE EXTENT TO WHICH THEY HAVE INCREASED THEIR USE OFVARIOUS INDIVIDUALIZED INSTRUCTIONAL PROCEDURES, AS A RESULT OF
PARTICIPATING IN THE TRAINING PROGRAM.
Percent of Response
and
Weiqhted Mean Score
Item Number and Statement (N)
Type of
Response* %
(Weighted
Mean
Score
13. As a result of the training I have received in
the diffusion program, to what extent have I
increased my use of the following instructional
tools and strategies?
c. small group instruction (3-8 students) (23) V.G. 13
G. 35
M. 35 (3.43)
V.S. 17
N. 0
d. independent study (23) V.G. 17
G. 26
. M. 35 (3.39)
V.S. 22
N. 0
e
.
one-to-one contact with students (22) V.G. 18
G. 27
M. 32 (3.41)
V.S. 23
N. 0
f learning centers (23) V.G. 22
G. 52
M. 13 (3.83)
V.S. 13
N. 0
•Key to type of response: V.G. = Very Great Extent; G. = Great Extent;
M. = Moderate Extent; V.S. = Very Small Extent;
and N. = No Extent at all.
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Objective #4
The participants will increase the number ofalternative learning activities available totheir students.
There was an increase between January and June in
the percent of teachers who perceived that their students
created their own goals and objectives. The data presented
m Table 9 indicate that in January no teachers had students
that were creating their own goals and objectives to a very
great or great extent, while in June 17% of the teachers
responded that their students created their own goals and
objectives. That increase was significant at the .05
level. But 67% of the teachers in January and 61% in June,
indicated that their students were creating their own goals
end objectives to little or no extent at all. The percent
of teachers who thought their students should create their
own goals and objectives to a great or very great extent
remained virtually unchanged, 45% in January and 44% in
June
.
In January only 10% of the teachers provided oppor-
tunities to a very great or great extent for students to
select objectives from a variety of teacher-prepared
objectives. By June, that figure increased to 35%, a
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TABLE <?
SSJSyXS; « * « -»* *»
thihk their students SHOULD CREATE^THE tb ™ ?"*« T0 WHICH they1974 AND JUNE 1974. ffiIR 0WN OBJECTIVES, JANUARY
Item Number
and Statement
(N Jan.
, Type of
_
N June) Response* aL
31 . To what extent do your students V.G
create their own goals and G.
objectives? (27, 23) M.
V.S.
N.
132. To what extent do you think V.G.
your students should create G.
their own goals and objectives’ M.
(29, 23) ' v
. s .
N.
33
48
19 f
6
(Wtd.)
(Mea n)
°l
17;
(2.19) 22
44]
17!
(Wtd.)
(Mean)
.Difference
17
(2.39) +17 (+.20)
61
7 l45
38)
38
17
0
.sf
.44
(3.34) 39
17
0
(3.35)
-1 (+.01)
;
'My to type of espouse: V.G. = Very Great Extent; G. - Great Extent-
M. - Moderate Extent; v.s. = Very small Extent; and
N. = No Extent At All.
25 point increase, which is significant at the .05 level.
Those figures compared with 55% in January and 78% in June
of teachers who thought they should provide, to a very great
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or great extent, opportunities for students to select iron,
among a variety of teacher proposed objectives, so. the
gap between the perceived use and the perceived ideal
remained a high 43 percentage points. These data are
presented in Table 10.
TABLE 1
0
A COMPARISON^ THE PARTICIPANTS ‘ REACTIONS IN JANUARY 1974 AND JUNE1974 TO STATilMENTS FOCUSED ON THE EXTENT TO WHICH THEY PROVIDE ALT^R
*ctivitiss for their stode,tsILWHICH THEY THINK THEY SHOULD PROVIDE ALTERNATIVE OBJECTIVES AND
Percent of Response and Wejchted Mean Score
Item Number
and Stat emen
t
(N Jari., Type of
N June) Response*
Jan. 1974
(Wtd.)
% (Mean)
June 1974
(Wtd.)
% (Mean)
33. To what extent do your students V.G.
have the opportunity to select G.
objectives from a variety of M.
teacher-preoared objectives? " V.S.
(28. 23) N.
3“
54
~18
18
(3.39)
(2.61) 39
~
" 17
9
“activities?- (29, 23)
+ 75
(+.78)
34. To what extent do you think V.G. 17l55
38)
13)
.78your students should have the G. 65] + 23
opportunity to select objec- M. 42 (3.69) 18 (3.87) (+.13)
tives from a variety of teacher v.s. 3 4
prepared objectives?" (29, 23) N. - o— 0
35. To what extent are your V.G. 7l28
21r
9]43 +/rstudents provided with alter- G. 35]
native learning activities for M. 43 (3.00) 43 (3.39) (+.39)
each of the teacher proposed v.s.. 22 13
objectives? (28, 23) N. 7 0
36. To what extent do you think V.G. 2HS2 22]>87 + 2Syour students should be pro- G. 41) 65]
vided with alternative M. 35 (3.79) 13 (4.09) (+.30)
learning activities for each v.s. 3 0
of the teacher proposed N. 0 0
Key to type of esponse: V.G. = Very Great Extent; G. = Great Extent;
M. * Moderate Extent; V.S. = Very Small Extent; and
N. » No Extent At All.
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Also in Table 10 are presented data related to the
extent to which students were provided alternative learning
activities for each teacher proposed objective. In January.
28% of the teachers replied that they provided, to a very
great or great extent, alternative learning activities
for each of the teacher proposed objectives. in June,
that percent was 43. But the increase was even greater
among teachers believing that students should have choices
as to how to accomplish teacher proposed objectives, from
62% in January to a full 87% in June. Therefore, the gap
between the real and the ideal actually increased from
34 points in January to 44 points in June.
As indicated by the data in Table 11, virtually all
the participants felt that the diffusion program increased
sbilities to provide and manage alternative learning
experiences for their students. Fifty two percent of the
teachers responded that they increased to a very great
or great extent their abilities to manage a classroom with
students pursuing different objectives and activities and
the rest indicated that they had done so to a moderate
extent. In providing alternative learning activities for
students, 67% said that they increased their abilities to
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TABLE H RESULTS OF THE PARTICIPANTS' RESPONSES IN JUNE 1974 TO STATEMENT 1?
JSSlS ABILmES TO PROVIDE ALTERNATIVE™!^*;0F ™* ACTIVITIES *®/0B "**»«» ™ ™E
Percent of Response
and
Weighted Mean Score
Item Number and Statement
Type of
(Weighted
Mean
12. To
—
—
Li!!
what extent have the activities and/or
Response* •>f9 Score}
personnel of the diffusion program increased
my ability:
* v • -
b. to manage a classroom with students pursuing V.G. 20)
52different objectives and activities? (25) G. 32)
M. 48 (3.72)
• V.S. 0
•
N. 0
f. to provide alternative learning activities V.G. 171
.67for my students? (24) • G. sol
M. 29 (3.79)
V.S. 4
N. 0
h. to meet individual students' learning needs? V.G. 8]48
(25) G. 40]
M. 48 (3.52)
V.S. 4
N. 0
M. Moderate Extent; V.S.
and N. =» No Extent at all.
= Great Extent;
Very Small Extent;
a very great or great extent and 29% to a moderate extent.
Forty eight percent responded that as a result of the
activities and personnel of the diffusion project they
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had become better able, to a very great or great extent,
to meet individual student's learning needs; another 48%
indicated that was true to a moderate extent.
In Table 12 are presented the data related to the
teachers perceived use of alternative learning activities
as a result of the training they received in the diffusion
program. Seventy percent of the participants indicated an
increased use of alternative learning activities to a very
great or great extent. Most teachers, 74% to a very great
or great extent, and 13% to a moderate extent felt that
they had increased their use of learning centers.
An extremely high number of teachers indicated that
it was important to them to increase the opportunities for
their students to select alternative learning activities.
As presented in Table 13, the weighted mean response was
4.34 (out of a possible 5) in January and an even higher
4.42 in June.
TABLE 1 2
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FOCUSED on TIE EOTENT
I
TO
N
TOICH
E
THEV
S
pLc-T
Jt,OT: 19?4 T° STATEM:'n'5
AS HAVING INCREASED THEIR USE OP ALTERNATIVE^LEARNING
'activities^
Percent of Response
and
Weighted Mean Score
Item Number and Statement
13. As a result of the training I have received in
the diffusion program, to what extent have Iincreased mv use of the following instructional
tools and strategies?
Type of
Response* %
(Weighted
Mean
Score)
g. alternative learning activities (23)
j. learning centers (23)
V.G. 22)
G. 48)
M. 26
V.S. 4
N. 0
V.G. 22)
G. 52?
M. 13
V.S. 13
N. 0
(3.87)
(3.83)
Key to type of response: V.G. = Very Great Extent; G. = Great Extent;
M. - Moderate Extent; V.S. * Very Small Extent;
and N. a No Extent at all.
TABLE 13 A COMPARISON OF THE SPRINGFIELD PARTICIPANTS' REACTIONS TO A STATE-
MENT RELATED TO THE IMPORTANCE OF PROVIDING OPPORTUNITIES FOR
STUDENTS TO CHOOSE FROM ALTERNATIVE LEARNING ACTIVITIES. JANUARY
1974 AND JUNE 1974.
Item Number
and Statement
Percent and Weighted Mean Score
Jan. 1974 June 1974
(N Jan., Type of (Wtd. (Wtd.
N June) Response* % Mean) % Mean) Difference
16. It is important to me to S.A. 38 54
increase the opportunity for .. A. _ . _59 33— -
my students to select alter- UD. 3 (4.34) 13 (4.42) (+.08)
native learning activities. D. 0 0
(29,24) S.D. 0 0
Key to type of response: S.A. * Strongly Agree; A. = Agree; UD. = Undecided;
D. * Disagree; S.D. = Strongly Disagree.
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Participant Attitude
Toward Individualized
the Use of Performa
s and Opinions
Instruction and
nee Objectives
This section of Chapter V is concerned with findings
related to the program's overall goal of bringing about more
individualized instruction in Our Lady of Hope School and
Sacred Heart School. Attitudes toward individualized
instruction and various methods of achieving that, includ-
ing the use of performance objectives, were assessed.
Attitudes toward
Individualized Instruction
The data in Table 14 indicate that it was extremely
important to the Springfield participants to be successful
in implementing individualized instruction, 95% in January
and a full 100% in June. However, in January only 32% of
them were not perplexed as to how to actually do it. But
by June that percent had changed considerably, to 68%.
The difference is significant to the .01 level. There were
still 14% of the teachers in June who were perplexed and
18% who were not sure.
The participants were very favorable to allowing
students a say in what they learned in school. Sixty nine
percent so indicated in January and 72% in June. Approxi-
mately 10% were unfavorable at the beginning and end of the
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program. Allowing students different amounts of time to
complete their work was not considered to be the best way
to individualize instruction by 41% of the teachers in
January and 46% in June.
1. It i.3 important to me to be
successful and competent in
implementing an individualized
instructional approach.
(27. 24)
Students should have a say in
what they learn in school.
(29, 22)
17. I am not perplexed as to how
I could actually individualize
instruction. (28, 22)
18. To allow students different
amounts of time to complete
their work is not the best
way to individualize instruc-
tion. (29, 24)
S.A.
A.
21
]48) 69
36
i36) 72
UD. 21 (3.76) 19 (4.00)
D. 7 9
S.D. 3 0
S.A.
'32 - • 23) 1
•
A. "2sf 45j 68
“
UD. 36 (2.96) 18 (3.55)
D. 21 0
S.D. 11 14
S.A. 7
41 13)A. 34 33) 46
UD. 14 (2.96) 21 (2.91)
D. 38 0
S.D. 7 33
+3
(+.24)
+36
—
(+.59)
+5
(+.05)
Key to type of response: S.A. =* Strongly Agree; A. = Agree; ud. =
D. = Disagree? S.D. = Strongly Disagree.
Undecided
;
Attitudes toward
Performance Objectives
160
in Table 15 are the results of the teachers' favor-
able or unfavorable reactions to statements related to the
use of performance objectives. m June 84% of the teachers
thought that their teaching styles were compatible with the
use of performance objectives. in January that percent
had been 69 indicating an increase of 15 percentage points.
In January 97% of the participants agreed that the use of
performance objectives helps to individualize instruction
and in June that percentage increased to 100%. There was
strong belief, 93% in January and 92% in June, that per-
formance objectives help to manage the continuous progress
of students. Over 90% of the teachers agreed that using
performance objectives was not simply a "fad" that would
pass away. There was an increase from January to June
in the percent of teachers who believed that most purposes
of education can be expressed in measurable or observable
terms, from 83% to 92%. The percent of teachers who agreed
that performance objectives can be written that encourage
student creativity increased from 84% in January to 96%
in June. There was also an increased belief among the
teachers that students achieve more when they know exactly
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TABLE 15 COMPARISON OF PARTICIPANTS' ATTITUT>P<; th
1974
Percent and Weighted Mean Scnr»
1974Jan. June 1974
3.
4.
5.
7.
8 .
Most purposes of education
can be expressed in terms of
measurable or observable
student performance or
behavior. (29, 23)
The use of performance objec-
tives helps to individualize
instruction. (29, 24)
The use of performance objec-
tives will not keep us from
reaching the really important
goals of education. (29, 24)
My teaching style readily
lends itself to the use of
performance objectives.
(29, 24)
Performance objectives help
the teacher to manage the con-
tinuous progress of students.
(29, 24)
Using performance objectives
is not simply a "fad" that
will pass by as other educa-
tional "fads" have done.
(29, 24)
S.A. 3} 26]
A. 801 83 66 ” +9
UD.
D.
7
0
(3.73)
/
4
4
(4.14) (+.41)
S.D. 0 0
S.A. 21) 33)
A. 76) 97 67)100 + 3
UD.
D.
3
0
(4.18) 0
0
(4.33) (+.15)
S.D. 0 0
S.A. 14
1
1 29 )
A. 79j 93 59) 98 -5
UD. 7 (4.07) 8 (4.08) (+.01)
D. 0 0
S.D. 0 0
S.A. 17] 2i)
A. 52j
69
63) 84 +15
UD. 24 (3.79) 12 (4.25) (+.46)
D. 7 4
S.D. 0 0
S.A. 21) 21)
A. 72] 93 7l) 9 2 -1
UD. 7 (4.14) 4 (4.04) 1 • H*O
D. 0 0
S.D. 0 4
S.A. 21) 25)
A. 72j 93 67) 92 -1
UD. 7 (4.14) 4 (4.13) (-.01)
D. 0 4
S.D. 0 0
•Key to type of response: S.A. = Strongly Agree; A = Agree; UD. = Undecided;
0. » Disagree; S.D. = Strongly Disagree.
(Continued)
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TABLE 15 CONTINUED
Percent and Weighted Mean Score
Jan. 1974
Item Number (N Jan., Type of
and Statement (Revised) n June) Response* %
June 1974
(Wtd.
Mean)
9. Students achieve more when
they know exactly what is to
be learned. (29, 24)
(29, 24)
12. Performance objectives can be
written to encourage creativit
on the part of the student.
(29, 24)
S.A. 17
l
A. 63)
UD. 10
D. 10
S.D. 0
S.A. 10
]
A. 83)
UD. 7
D. 0
S.D. 0
S.A. 23)
A. 613
UD. 10
D. 3
S.D. 3
80
(3.87)
(4.03)
84
(3.98)
(Wtd.
_
Mean) Difference
29)
59J
8
4
0
16]
80J
0
4
0
88
(4.13)
96
(4.08)
3
33
'
63
4
0
0
96
(4.29)
+8
(+.26)
+3
(+.05)
+12
( + .31)
*Key to type of response: S.A. Strongly Agree; A = Agree; LTD . = Undecided;
D. = Disagree; S.D. = Strongly Disagree.
what is to be learned, from 80% to 88%. Ninety three per-
cent of the participants in January and 96% in June agreed
that performance objectives do not narrow the educational
process. But, slightly fewer teachers in June, 88% as
compared to 93% in January, believed that the use of
performance objectives would not keep them from reaching
the really important goals of education. The weighted
mean response score for that item remained virtually con-
stant though, 4.07 and 4.08.
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in the total program evaluation questionnaire the
participants were asked to state three skills that they
gained from participating in the program. Those responses
were categorized and are presented in Table 16. The res-
ponses are relevant to the program objectives and the
related issues of individualizing instruction and the use
of performance objectives. The most frequently noted skill,
28% of the responses, was focused on the ability to write
and use performance objectives. Twenty three percent of
the responses specifically mentioned designing and using
learning centers. Thirteen percent of the responses were
general statements about individualizing instruction; 9%
of the responses were categorized as relating to classroom
management techniques suitable for individualized instruc-
tion.
When asked to state three areas of knowledge that
they gained as a result of the program, 20% of the total
responses centered on the importance of and the use of
performance objectives. See Table 17.
Another 20% of the responses concerned the tech-
niques for using and managing independent study, large
group and small group instruction. Practical ideas and
164
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activities for individualizing instruction accounted for
17% of the responses. Thirteen percent of the responses
mentioned the design and use of learning centers. The
general concept of "humanistic education" was also 13% of
the responses.
Presentation and Analysis of the
Findings Related to the Program
Objectives in Marshfield
There are two objectives for the Diffusion Program
in the Marshfield School District. The data from the
assessment of those objectives were analyzed and are
presented in narrative and tabular form.
Objective #1
Participants will demonstrate positive attitudes
toward Management by Objectives (MBO) as a per-
sonnel evaluation system.
In Table 18 are presented the data from questionnaire
items related to the participants ' attitudes in June toward
their current personnel evaluation format (s) and MBO. Only
9% of the participants were satisfied with format (s) cur-
rently being used in Marshfield; 59% were dissatisfied and
32% were undecided. By contrast, a great majority of them,
91% liked the MBO approach. Given the choice of being
evaluated in the "traditional" format or through MBO,
167
79% of the participants responded that they would choose
MBO
.
TABLE IS RESULT OF THE MARSHFIELD PARTICIPANTS 1 pM/nnsorr
REACTIONS TO STATEMENTS RELATED T^VARIOUS
°
R ^AWRABLE
OF MANAGEMENT-BY-OBJECTIVES AS IT APPLIES Tn twt- rxr
THE PRCCESS
JUNE 1974. 0 THE FIELD OF EDUCATION.
Item Number and Statement (n)
Type of
Resoonse
Total
Positive
and
Negative
* v V
8. I like the Management-by Objectives approach to S.A.personnel evaluation. (34) A. $ 91
UD. 9
D.. Of o
S.D. of
9. The Management-by-objectives approach to personnel S.A. 18)
evaluation accuragely assesses a person's perfor- A. 35) 53
mance. (34) UD. 47
D. 01
S.D. Of
0
10. I am satisfied with the personnel evaluation format (s) S.A. 01
currently being used in the Marshfield District (not A. 9) 9
the MBO process). (34) UD. 32
D. 35l 59
S.D. 24)
12. I agree with the philosophy of Management-by- S.A. 44)
Objectives. (34) A. 35] 79
UD. 6
D. 12 l 15
S.D. 3f
13. Given the choice of being evaluated in the "traditional " S.A. 44)
format or through the process of Management-by A. 35) 79
Objectives, I would choose MBO. (34) UD. 18
D. 31
S.D. Of 3
*Key to type of response: S.A. = Strongly Agree; A. = Agree; UD. = Undecided;
D. = Disagree; S.D. = Strongly Disagree.
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Among the participants there was a high degree of
agreement with the philosophy of Management by Objectives;
79% agreed or strongly agreed. Only 15% responded that
they disagreed with the MBO philosophy. Many participants
seemed to have some doubts, though, about whether the MBO
approach could accurately assess a person's performance.
Fifty three percent agreed that it could and 47% were
undecided.
The results of the "MBO Readiness Questionnaire,"
using a pre-test/post-test attitudinal instrument, are
presented in Figures 6 and 7. Figure 6 is the S/j/ Scale
which shows the respondents
' MBO readiness in terms of how
they perceive their subordinates managing their jobs. A
score in the MBO range or close to it, is indicative of a
philosophy toward subordinates and how they should perform
their jobs that is consistent with MBO. In January, 55%
of the participants scored in the MBO Range and 45% in
the Transitional Range. In June, those percentages were
almost reversed, with 46% in the MBO Range and 54% in the
Transitional Range. While that indicates a decrease of
9 percentage points in the MBO range, the difference is not
significant statistically. It is important to note that
neither time did anyone score in the Non-MBO Range.
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MBO READINESS PROFILE
S/J Scale
Subordinate's job
(How respondent sees his/her
subordinates managing their jobs)
MBO Range
Transitional
Range
Non-MBO Range
Difference
-9a
+9
MARSHFIELD PARTICIPANTS’ JANUARY AND JUNE PROFILE ON THE MBO READINESS
QUESTIONNAIRE, S/J SCALE
a. t*.789, not significant at .05
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Figure 7 is the s/s
the MBO Readiness Profile.
or Supervisor's Job Scale, on
The profile indicates how the
respondents see themselves managing their jobs. A high
score is indicative of a management style that is consis-
tent with MBO. in January, 23% of the participants scored
in the MBO Range. That percentage increased slightly in
June to 30%, a difference of 7, which is not significant.
Fifty six percent of the participants were in the Transi-
tional Range in January compared to 53% in June, in the
Non-MBO Range, the percentages were 21 in January and 17
in June. Altogether, the scores were fairly low in both
January and June and with little change between question-
naiue administrations.
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MBO READINESS PROFILE
S/S Scale
Supervisor's Job
(How respondent sees
self-managing his/her own job)
January (N38) June (N34) Difference
5% 9 6%
MBO Range 23% 10% 8 0% 30% +7a
8% 6 20%
Transitional 56% 19% 5 12% S3% oRange
3% 4 15%
Non-MBO Range 21% 13% 2 17%
17% +4
3% 1 0%
FIGURE 7
MARSHFIELD PARTICIPANTS ' JANUARY AND JUNE PROFILE ON THE MBO READINESS
QUESTIONNAIRE, S/S SCALE
a. t».667, not significant at .05
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Objective #2
^
rtlcipants Wil1 dem°nstrate knowledge of
® PrlnclPles of Management by Objectives
("B0) as specified in the workshop training
objectives. ^
in Table 19 are presented the performance objectives
for the training program and the participants 1 perceptions
as to the extent they were achieved. The objectives are
ranked according to weighted mean scores. Almost one third
of the training objectives, 7 out of 22, were rated as
having been achieved to a great extent or very great extent
by 70% or more of the participants. Twenty-one (21) of the
22 objectives were rated as having been achieved to a very
great or great extent by over 50% of the participants. For
20 of the 22 objectives, 90% or more of the respondents
indicated that they achieved the objective to a moderate,
great, or very great extent. The difference between the
objective with the highest weighted mean score, 4.20, and
the objective with the lowest weighted mean score, 3.50,
is only .70.
In Table 20 are presented the results of the open-
ended statement, "Briefly state three skills and/or under-
standings (the most important to you) that you have gained
as a result of participating in this program. The most
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frequently mentioned ability gained as a result of the
program was the ability to write meaningful and measurable
goals and objectives, with 14% of the responses being in
that category. Thirteen percent (13%) of the responses
dealt with the ability to construct an MBO agreement. The
ability to interact openly and effectively with super-
ordinates and peers accounted for 9% of the responses and
8% of the responses mentioned listening and attending
skills. As for understandings gained as a result of the
program, 14% of the responses focused on the concept of
mutually agreed upon goals in the MBO process. Ten
percent (10%) of the responses concerned the relationship
between MBO and educational accountability and the impor-
tance of having specific, measurable objectives. An
understanding of what is involved in implementing MBO
accounted for 8% of the responses.
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n
dlngS Related to the Worth ofthe Program and the Effectiveness ofSelected Diffusion Procedures
in this section data are presented related to parti-
cipants' perceptions of the success of the program and its
worth to them. Findings related to the effectiveness of
selected diffusion procedures are also presented, with
particular notice given to various training techniques
and the factors of workshop meeting times and locations.
Program Worth
All of the Springfield Diocese teachers found the
program workshops to be interesting; 76% indicated that
the program was very interesting and 24% thought it was
somewhat interesting. These data are presented in Table 21.
Likewise, 100% of the teachers thought that their
participation in the program was a valuable learning
experience. Eighty eight percent (99%) found the experi-
ence to be very valuable and 12% found it to be of some
value. No one reported her experience in the program to
be worthless. (Table 22.)
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*• Tery interesting
b. somewhat interesting 100*
c# neither interesting nor boring
d. somewhat boring
•• very boring 0*
r
*
TABLE 21 5“2ULT OF THE RESPONSE FROM THE SPRINGFIELD DIOCESEAN PARTICIPANTS TO THECOMPLETION OF THE STATEMENT, "I FOUND PARTICIPATING IN THIS PROGRAM "
(June, 1974)
Humber and Percent
of Responses (M=23)
Response Pattern Humber Percent
a. a wary valuable learning experience 22
b. a learning experience of some value 3
e* an experience - neither valuable nor worthless 0
d« an experience - somewhat worthless 0 )
> 0
e. an experience - completely worthless 0 )
100*
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The data presented in Table 23 indicate that 76%
of the Diocesan teachers felt that the experience they
gained from participating in the program was definitely worth
the amount of time they spent and 16% felt it probably was
worth the time spent. Eight percent were not sure. No
one reported that the experience gained from participating
m the program was probably not or definitely not worth
the amount of time spent.
With one exception, now knowing what the program
is like, everyone of the Diocesan teachers would have
participated in the program. As indicated by the data
presented in Table 24, 72% of them would have definitely
Participated and 24% would have probably participated in
the program. Four percent (one person) did not know.
The data presented in Table 25 depict the priority
participants would assign to participating in a similar
training program during the typical work year. On a
seven-point scale, 58% of the Diocesan teachers would
give it a high priority ((1) or (2) on the scale) and
none would give such participation a low priority ( (6) or
(7) on the scale)
.
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TABLE 23
COMPLETION OF TE^TATeS^,^ ?ASTICIP^ TO THE
PABTICIPAXING in THIS PROGRAM
~ TIUT 722 EXPERIENCE I GAINED FROM
«" (June, 1974)
Number and Parcant
or Responses (N®23)
Response Pattern
a* *as definitely worth the amount of time spent
b. warn probably worth the amount of time spent
e. may or may not have been worth the
amount of time spent
d* warn probably not worth the amt. of time spent
•. warn definitely not worth the amt. of time spent
33
16 )
92
o*
TABLE 1+ RESULT OF THE RESPONSE FROM THE SPRINGFIELD DIOCESZAN PARTICIPANTS TO T*rr
IHAT 1 raOT ,raiI TEE SsffrIF I HAD HAD THE CHOICE I WOULD « ( Junej 1974) ’
Response Pattern
Number and Percent
of Responses (N=23)
Number Percent
a. haws definitely participated in the program 18
b. hawe probably participated in the program 8
e. not know whether I would or would not hawe
participated in the program 2_.
d. hare probably not participated in the program 0
•• have definitely not participated in the program 0
06$
095
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TABLE 2 S' RESULT OF THE RESPONSE TO THE QDESTTOW -
MUCH PRIORITT WOULD YOU GIVE TO SSng’tI^S 1°^ ??ICAL ^-TEAR HOW
_traiming prograh similar to this Sgi a
1974)
Th« NnnbT and Pwrcent of R..poa... ( K. 2 «)
The Marshfield participants' reactions to the pro
gram were almost as positive as the reactions of the
Springfield participants. As presented in Table 26, the
data indicate that 97% of the Marshfield participants
found the program to be a valuable learning experience.
Ninety one percent (91%) responded that now that they
know what the program is like, they would have definitely
or probably participated in it. Only 6% indicated that
they would not have participated (Table 27)
.
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fro, th. MxrstLflald School Sy,t».
. JuM
, lw)
Response Pattern
»• * ery valuable learning experience
b. a learning experience of acme value
c. an experience
- neither valuable nor worthless
d. an experience
- somewhat worthless
e. an experience
- completely worthless
N®nber and Percent
of Responses (li»34)
Number
20 )
\
3 -
3
38
59
9?*
o*
TABUS 27
S'iSS™.sssss-s ski *
(Participants from the Marshfield School System - June 1974 )
Number and Percent
of Response (11=34)
Response Fattern Number Percent
a* have definitely participated in the program 16 l 47 )
9156b. have probably participated in the program 15?
31 4
c. not know whether I would or would not have
-
participated in the program 1 3
d. have probably not participated in the program 2
i 6 l 6*
e. have definitely not participated in the program 0 )
4
of
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As presented in Table 28. the data indicate that
most of the Marshfield participants felt that the training
program was successful, that it presented ideas that were
new to them, and that it fulfilled their expectations, of
the participants, 61% responded that, to a very great extent
or great extent, the program was successful in terms of what
they learned or accomplished. No one felt the program was
successful to a very small extent or no extent at all.
Seventy percent (70%) felt that the program fulfilled their
expectations of what was to be accomplished to a very great
or great extent and only 3% felt that was so to a very
small extent or no extent at all. Most of the Marshfield
teachers and administrators enjoyed their participation in
the program, at least to a moderate extent. Only 3% res-
ponded that, to a very small extent or no extent at all,
they enjoyed their participation, while 62% enjoyed it to a
very great or great extent and 35% to a moderate extent.
For 62% the program presented ideas that, to a very great
or great extent, were new to them. Nine percent (9%) felt
that was so to a moderate extent and only 3% reported that
few of the ideas presented were new to them.
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TABLE Z2
rs'^Ss^ocSsED
1
^^
RESP°NSES »
THEY PERCEIVED THE PROGRAM AS BEING ^CCESS^
0 S“
Item Number and Statement (N)
Type of
Response* %
1.
The extent to which the Marshfield-
Amherst inservice program has presented
ideas that were new to you. (34)
2.
The extent to which the Marshfield-
Amherst inservice program has fulfilled
expectations of what was to he
accomplished. (34)
3.
The extent you enjoyed your participation in
the Marshfield-Amherst inservice proqram.
(34)
5. The extent to which the Marshfield-Amherst
inservice program was successful in terms of
what you learned or accomplished. (33)
V.G. 27)
G. 35] 62
M. 29
v.s. 9
1
N. 0) 9
V.G. 8)
G. 52) 70
M. 27
V.S. 3)
N. 0)
3
V.G. 18}
G. 44) 62
M. 35
V.S. 3)
N. 0)
3
V.G. 18)
G. 43) 61
M. 39
V.S. °) r\
N. oj
U
Key to type of response: V.G. = Very Great Extent; G. = Great Extent?
M. = Moderate Extent; V.S. = Very Small Extent;
and N. = No Extent At All.
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Training Techniques
in Table 29 are listed eleven instructional aspects
of the inservice program with the Springfield Diocese. The
participants- evaluation of the quality of those aspects is
presented in the table with the rank order being deter-
mined by the use of weighted mean scores. All of the
instructional techniques were rated as above average with
the lowest rating, integrating media into the instruction.
still having a weighted mean score of 3.00. The "hands-on"
experiences where the participants actually practiced using
certain materials or techniques, or where they had oppor-
tunities to duplicate materials that were demonstrated or
to create their own materials, were given the highest rating
by the participants. Forty two percent (42%) rated the
"hands-on" sessions as "Excellent," with another 42% rating
them as "Good" and 16% as "Average." The weighted mean
score for that aspect was a very high 4.67 on a 5-point
scale with "Excellent" being 5 and "Very Poor" being 1.
The interest level of the content for the workshops was
also rated very high with 25% of the participants rating
the content as "Excellent" and 54% as "Good." The assis-
tance provided by the Amherst staff in helping the
TABLE
1?
RESULT
OF
THE
PARTICIPANTS*
RESPONSES
IN
JUNE
1974
TO
"CLOSED-TYPE"
ITEMS
FOCUSED
ON
THE
QUALITY
OF
VARIOUS
ASPECTS
OF
THE
INSTRUCTIONAL
APPROACHES
USED
DURING
THE
TRAINING
SESSIONS.
(Participants
from
the
Springfield
Diocese
-
June
1974)
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participants implement what was taught was given high
marks; 42% rated the assistance as "Excellent" and 42% as
"Good." The quality of the visits the participants made to
the Amherst schools was judged by 30% to be "Excellent" and
57% to be "Good." Program "hand-outs" were considered
'Excellent" by 21% of the participants and "Good" by 62%.
The range of topics, lectures, small group discussions,
and independent study were all ranked lower in quality than
the above mentioned aspects, but still considerably better
than "Average." Overall, the diffusion training experiences
compared with other training programs in which they had
participated
, were judged as "Excellent" by 26% of the teachers,
"Good" by 57% and "Average" by 17%.
The participants were also asked to respond as to
the quantity of various instructional aspects of the
training program. Those responses are presented in Table
30. Seventy percent (70%) of the respondents indicated
that for "lectures," "integration of media into the
instruction," and "your level of involvement" the quantity
was "about right." The amount of "small group instruction"
and the "range of topics" was considered to be about
right by 67% of the participants. Seventy percent (70%)
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TABLE 30
"CLOSED-TYPB" ITEMS FOCUSED
TRI?NlL°SES®OMS
STRUCTIOt,AI
' APPR°ACHES “SED DURING THE
(Participants from the Springfield Diocese
- June, 1974)
Item Aspect of the
Number Instructional Program "Not
(N)
6. a. Lectures (24)
6.b. Independent study (reading,
research, etc.- initiated by
you or at the trainer's
suggestion) (23)
6.c. Small group instruction
(24)
6.d. Integration of media into
instruction (overhead pro-
jections, film, audiotape,
videotape) (24)
6.e. Range of topics (24)
6.h. Visits to Amherst schools
(23)
6.i. Your level of involve-
ment (23)
Response Pattern
and the
Percent of Responses
Enough " "About Right " "Too Much"
7
13 71 16
35 57 8
29 67 4
25 71 4
25 67 8
70 30 0
22 74 4
6.j. "Hands-on" experiences (23) 43 48 9
6.1. Assistance provided to you
by Amherst staff in helping
you implement what was
taught (23)
*
43 57 0
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of the teachers felt there were not enough
..visits to
Amherst schools... There were not enough
.hands-on'
experiences., for 43% of the teachers and 43% of then, felt
there was not enough "assistance provided
. . . by the
Amherst staff in helping (them) implement what was taught."
When asked "what was (were) the major strength(s)
of this program?" the Springfield participants identified
the Amherst staff as being the most outstanding aspect.
(See Table 31.) Thirty-five percent (35%) of the responses
mentioned such things as the dedication, positive attitudes
and openness of the Amherst staff and their availability to
assist the participants. The general knowledge of how to
individualize instruction accounted for 18% of the respon-
ses; while "hands-on" experiences were noted as the pro-
gram's greatest strength in 14% of the responses. Twelve
percent (12%) of the responses specifically indicated that
to design and use Learning Centers was a great
strength of the program. Opportunities to exchange ideas
among participants and between the participants and the
Amherst staff also accounted for 12% of the responses.
In Table 32 are presented the Springfield partici-
pants ' views as to the major weaknesses in the program.
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TABLE 3/
"tSfSLis o^TTrA^nw^rNSEs madeSTRENGTH (S) OF THIS PROGR^?- (WER£) THE MAJ0R
(Participants from the Springfield Diocese
- June. 1974)
Statements Representing the Categories
1. The members of the Amherst staff (session
leaders) were outstanding in their dedica-
tion, positive attitude, and high degree
of openness.
2. We were provided with a wealth of general
knowledge focused on individualized instruc-
tional programs.
3. The "hands-on" experiences we were provided
were extremely valuable and practical.
Number and Percent of
Responses Made in Each
Category *
4.
Number
We were provided with excellent opportuni-
ties to exchange ideas among the partici-
pants and between the participants and the
Amherst staff.
We learned to design and use Learning
Centers
.
We became aware of humanistic educational
approaches that we can use in our class-
rooms .
12
Percent
35
18
14
12
12
7. The visits we made to the Amherst schools
were very valuable.
8. The program gave me an incentive to try the
ideas for individualizing instruction.
Total 34 100
*A total of 24 respondents provided statements for this question.
TABLE 3Z
WEAKNESS (ES) OP Tmfl*SL^ AS lWEE£l THE «AJOA(Participants from the Springfield Diocese
- jun., 1974
,
Number and Percent of
Responses Made in Each
Category »
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2 .
3.
4.
5.
6 .
8 .
10 .
11 .
12 ,
13.
Too many different areas were explored inthe amount of time provided; we should havehad the opportunity to focus on some areaof specific personal interest.
There was a lack of experiences focused onthe junior high school level.
There was a lack of communication concern-ing the Tuesday sessions, i was confused
about the arrangements for conducting these
sessions.
Some of the lectures were boring, or of
very little value.
sessions should have been provided
for working with performance objectives.
Before some of the sessions there was too
much time wasted in getting started.
There was a lack of understanding on the
part of some of the participants.
The weekend sessions were too time consum-
ing.
There was a lack of in—class critiques of
the participants by the Amherst staff.
The time of day when the sessions were
conducted was bad.
There was not sufficient emphasis on
science methods.
There was not enough opportunity to
provide feedback.
There were no major weaknesses in the
program.
8 28
10
10
Total 28 100
*A total of 24 respondents provided statements for this question.
194
The tendency, in the total program and in individual sessions,
to try to do too much, to cover more material or explore
more approaches than time would allow was mentioned 8 times
as the greatest weakness in the program. That was 28% of
the responses. The lack of experiences focused on the
junior high school level was noted 3 times. The inadequacy
of the communication concerning the weekly sessions was
mentioned 3 times as a weakness. Two comments scored
some lectures as boring or of very little value. Wasted
time in getting sessions started was twice mentioned.
In Table 33 are presented the greatest strengths
of the Marshfield program as viewed by the participants.
The Amherst staff was considered to be the greatest
strength of the program. Twenty seven percent of the res
ponses mentioned such things as the comfortable style,
openness, expertise and conviction of the Amherst trainers.
The opportunities the program provided Marshfield partici-
pants to exchange ideas and to become better acquainted
was believed to be a great strength; 18% of the statements
fell into that category. Also, a frequently mentioned
strength was learning about performance-based evaluation
and examining current practices.
TAa
“*
^SSSS£ SP0NS“ " ™E “»«»
»
ST^NCTHS or THE MARSHF,ELO-AMHEBST
u^*SSP
Number and Percent of
Responses Made in
Each Category*
2 .
3.
4.
!!** ?^f0rtab>e a^le P««nted by the Amherst staffenabled many barriers to be overcome. /the openness,
andidness. and non-threatening manner of the Amherststaff generated this same type of atmosphere duringthe sessions. /the expertise, conviction, dedication
and experience of Amherst staff.
We were abie to exchange ideas and share problems ofmutual interest with ocher administrators in the
Marshfield School System. /the opeortunity to becomebatter acquainted with fellow administrators.
The sessions have started the Marshfield personnel
thinking about performance-cased evaluation proce-
dures. /it appears that a consensus has been reached
in favor of the need for evaluation at all levels./
the opportunity to take an in-depth look at our
current evaluation procedures.
We were provided excellent opportunities to work in
small group settings ./the implementation of group
dynamics/the use of group problem-solving techniques.
We were provided with the opportunity to construct an
agreement
. /the clarity at which the MBO process
was presented.
The overall organization and structure of the training
sessions was excellent ./the instructional methods used
during the training sessions.
I enjoyed the opportunity to compare our methods of
evaluation with the methods used by the Amherst School
System. /learning about a school system which is suc-
cessfully implementing the MBO process.
8. I enjoyed having the meetings away from the school.
9. The one-on-one conferences with the Amherst staff were
excellent. /discus sing the problems with an Amherst
staff member.
10. I gained a deeper insight into the development
and use of job descriptions.
11. I gained staff development skills
.
(general)
12. My brief exposure to transactional analysis.
13. Our involvement with the management personnel to
begin clarifying roles.
14. There was an on-going participation of the Marshfield
personnel in the goal-setting process.
6 .
7.
16 27
11 18
8 13
TOTAL 61
*A total of 34 respondents provided statements for this item.
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in Table 34 are presented the responses to the open-
ended question ••What were the greatest weaknesses of the
Marshfield-Amherst Inservice Program?" The most often
stated weakness focused on the lack of directions as to
desired outcomes and how or if Marshfield was actually going
to use MBO. Thirty percent of the statements fell into
that category. The next most frequently mentioned weakness
was that the training was too drawn out, that what was
accomplished could have been done in a shorter time.
The meeting time and length was mentioned five times.
Workshop Times
and Locations
the Marshfield sessions were held in non-
school settings. The opening and closing weekend sessions
were held in resort-conference hotels and the monthly ses-
sions were conducted in a local restaurant. An important
issue in this study is whether the non—school location was
important enough to the project's success to justify the
expense. in January, at the close of the weekend workshop,
37% of the participants strongly agreed or agreed that holding
future sessions away from schools would be important to the
project's success. Forty-five percent (45%) disagreed or
197
1. We had a difficult time getting started in r
understanding what we were trying to do. /lack of clear
tQ
r
h
Ctl°nS 3S t0 de3ired outcomes. /lack of clarity aso ow MBO would be used in Marshfield. Y
33
2. Some of the sessions were too drawn out; we could haveaccomplished the objectives in a shorter period oftime./too much repetition in the sessions/the number
of liZ
1™3 W6re 3PCead °Ut °Ver t0° l0ng ° f a P«iod
3. The sessions were held at a poor time of the day. /thesessions were too long considering the time of daythey were held. y
4. I was not given graduate credits for the time I haveinvested in the program.
5. I did not get the opportunity to visit the Amherst
schools. /I could not visit with other Amherst teachers.
6. Very little time was spent on developing skills in
writing objectives
./not getting to the construction ofMBO agreements soon enough.
7. The orientation phase was weak.
9. The data gathering workshop was weak.
9. The use of the televised classroom incidents was weak.
10. The Marshfield middle management structure is not
sa ^ factorily organized for implementing a proper
evaluation process.
11. We should have received an agenda for the sessions at
least two days before the sessions were held.
12. The folders had too much irrelevant material in them.
13. I did not receive a sufficient stipend.
14. I did not find any major weaknesses in the
program.
TOTAL
13
10
1
1
1
_1
44
30
23
12
2
2
2
_2
100
*A total of 33 respondents provided statements for this item.
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Strongly disagreed. But by June. the views on the issue
changed oonsiderably
, when 65% of the partioipants strongly
agreed or agreed that holding the sessions away from
schools had been important to the project’s success, only
15% disagreed or strongly disagreed. (see Table 35
.)
TABLE 35
Percent of Rasnon^
Item Number and Statement (M)
Type of
Response*
Total
Positive
and
Negative
% %
3. It is important to the success of
future sessions that they be held
in settings away from schools.
January 1974 (38)
11. Holding the inservice sessions in
se^^in93 sway from school was impor-
tant to the project's success.
June 1974 (34)
S.A. 11)
A. 26) 37
UD. 18
D. 21)
S.D. 24) 45
S.A. 15)
A. 50)
65
UD. 20
D. 9)
15S.D. 65
Key to type of response: S.A. = Strongly Agree: A. = Agree;' ud. =
Undecided; D. = Disagree; S.D. = Strongly
Disagree.
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At the close of the first workshop, held in January
in Hyannis. participants were ashed in a session evaluatiQn
form the extent to which the workshop location made an
important contribution to it. Those data are presented in
Table 36. Thirty nine percent (39%) of the participants
responded that the location was important to a very great
or great extent. Add to that the 36% who responded to a
MARSHFIELD PARTICIPANTS' RESPONSES AS TO THE EXTENT
THE LOCATION (HYANNIS) OF THE JANUARY 11-12, 1974
SESSION WAS IMPORTANT TO ITS SUCCESS.
Item Number and Statement (N)
Percent of
Type of
Response*
Resoonse
X
10. To what extent did the location of this V.G. 16
workshop (Hyannis, January 11-12, 1974) G. 23
make an important contribution to it? M. 36
V.S. 18
N. 7
*Key to type of response: V.G. = Very Great Extent; G. 1=* Great Extent;
M. * Moderate Extent; V.S. = Very Small
Extent; and N. * No Extent At All.
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moderate extent" and the total is 75% who thought the loca-
tion was important to the workshop. The same question was
asked of the Springfield participants at the end of their
first workshop, the weekend of January 18 and 19, at shadow-
brook. Of the participants, 73% thought that, to a very
great or great extent, the location made an important con-
tribution to the workshop and another 17% thought that was
so to a moderate extent. These data are presented in
Table 37.
TABLE J1 7 SPRINGFIELD DIOCESE PARTICIPANTS* RESPONSES AS TO THE EXTENT THELOCATION OF THE INSERVICS SESSIONS WAS IMPORTANT TO SUCCESS OF THE
Percent of Response
and
Weighted Mean Score
Item Number and Stat ement
Type of
(Weighted
Mean
7. To what extent did the location of this workshop
Kssoonse*
V.G.
%
38
Scored
(Shadowbrook, January 18, 19, 1974) make an G. 35
important contribution to it? (29) M. 17 (4.00)
v.s. 10
N. 0
M. = Moderate Extent? V
and N. = No Extent at all
3 Great Extent;
S. = Very Small Extent;
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Findings Related to the Use ofPracticing Teachers in the Training
of Other Teachers
The backbone of the diffusion procedures employed
by the program was the use of a peer model of inservice
education. Teachers and administrators from one district
were used to teach teachers and administrators in other
districts. An important purpose of this study was to
assess the effectiveness of that procedure. Three issues
were assessed: (1) was the use of these teachers and
administrators effective, as perceived by the trainees?
(2) what personal and professional benefits, if any, accrued
to the teachers and administrators that acted as trainers?
(3) what were some of the effects on the diffusion district
(Amherst)
?
Effectiveness as
Perceived by Trainees
As presented previously in Table 29, the Springfield
trainees rated very highly the assistance given them by the
Amherst staff. Forty two percent (42%) rated the assistance
as "Excellent" and another 42% rated it "Good." Only 16%
rated it as "Average" and only one rated the assistance
given by the Amherst staff to be "Somewhat Poor" or "Very
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Poor." of the twelve aspects nfo the instructional approaches
a“1*’ “* ““ «* tr..n-
„t.
““ «« by th.
was rated third highest. The ranv^king was done by the
investigator by using weighted mean scores.
TO the open-ended question,
"What was (were) the
major strength(s) of this program- the Amherst staff was
cited more often than anything else. As presented in
Table 31, 35% of the statements made mention of such things
as the Amherst staffs dedication, positive attitudes, and
high degree of openness. (The next highest category of
statements, 18%, related to general knowledge of indivi-
dualized instructional programs.) The Marshfield partici-
pants also most frequently noted the Amherst staff as the
greatest strength of the program. (See Table 33.) The
Amherst staff were valued by the participants for their
"comfortable style," "openness," "candidness," and "non-
threatening manner."
Benefits Accruing
to Trainers
In Table 38 are presented the results of the Amherst
teachers responses to questionnaire items focused on their
203
participation as trainers in the diffusion program, of
great interest is their perceptions of their professional
growth. Eighty six percent (86%) of the Amherst teachers
who served, strongly agreed or agreed that participating in
planning and instructing in the project made important
contributions to their professional growth. Most of them.
92% agreed or strongly agreed that as a result of their
experiences in the project, they feel more competent as
inservice instructors. Given the opportunity, 86% of
them would like to serve in a similar capacity at some
future time.
The pay they received for planning and instructing
m the program was not the main incentive, a large majority
of them, 79%, agreed that the pay they received was fair.
Seven percent (7%) were undecided and 14% felt the pay was
not fair.
Most of the participating Amherst teachers, 86%,
disagreed with the statement "The diffusion project required
too much of my time." Only 7% agreed that the project took
too much of their time.
The participating Amherst teachers noted many ways
in which they had increased their professional expertise
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TABLE 38
LEADERS) TO
T
^I^D-TOPE"°ctatMENK
R
to
TEACHERS (SESSIOt)
PITS THE, RECEIVED
Percent of Response
Item Number and Statement
1. I have found that participating in plan-
ning and instructing in this diffusion
project has made an important contribu-
tion to my professional growth. (14)
1 feel more competent now as an inservice
instructor/facilitator than I did at the
beginning of the diffusion project. (13)
3.
If given the opportunity I would like to
serve in a similar capacity at some time
in the future. (14)
4.
The diffusion project required too much
of my time. (14)
6. My main incentive for participating in
the diffusion project was the stipend.
(13)
8. The pay that I received for participating
in the diffusion project was fair. (14)
.
Total
Positive
and
TYP® of Negative
Response* % %
S.A. 64
A. 22 86
UD. 0
D. 14
S.D. 0 14
S.A. 61
A. 31 92
UD. 0
D. 8
8S.D. 0
S.A. 64
A. 22 86
UD. 7
D. 0
S.D. 7 7
S.A. 7
A. 0 7
UD. 7
D. 72
S.D. 14 86
S.A. 0
A. 8 8
UD. 8
D. 46
84S.D. 38
S.A. 14
A. 65 79
UD. 7
D. 7
14S.D. 7
Key to type of response: S. A. = Strongly Agree; A. = Agree?
UD. = Undecided; D. = Disagree;
S.D. = Strongly Disagree.
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as a result of their planning and instructing in the
diffusion project. The teachers statements are categorized
ana presented in Table 39. The largest category, with 38%
of the statements, centered on the ability to conduct
effective workshops and to relate effectively with other
professionals. Thirteen percent (13%) of the statements
noted specifically a better understanding of Management
by Objectives. Twice the increased ability to self-
evaluate was mentioned as an area of expertise gained by
Participating as a trainer.
Reasons for the Amherst teachers
'
participation
as trainers were given in response to an open-ended state-
ment. The substance of the statements from each of the
individual respondents is presented in Table 40. The most
frequently noted reasons were that participation in the
project as a trainer would provide interesting, challenging
and rewarding professional growth experiences. Also
f ly mentioned was the belief that the project would
provide opportunities for them to share with peers and
become more skillful inservice facilitators. Other reasons
were that they needed or wanted the honoraria, that it would
be fun, and that they would get to know new people.
TABLE 3? SETTJrF?L"SP0NSES ““ 206
SsTNc=-—^”£€sS?“
Sag’.;
Statement Representing the Categories Number
1. I have gained the ability to conduct
*ff®ctive workshops for other profes-
sional teachers/ the ability to relate
more effectively with other profes-
sionals.
9
2. I have gained a better understanding of
the process of Management by Objectives. 3
3. I have gained the ability for self-
.
evaluation/ to look more critically at
what I do in the classroom 2
4. l have become more aware of alternative
approaches that can be used in the class-
room. i
Number and Percent of
Responses Made in Each
Category*
Percent
38
13
5. I have gained more skills for use in my
classroom (general)
.
6. I have gained more ability to manage
individualization.
7. I have grown professionally, (general)
8. I have gained the ability to develop and
use teacher-made materials.
9. I have gained the ability to utilize
' classroom time more constructively.
10 . I have gained knowledge and skills in
setting up new programs.
1
1
11. I have gained skills in setting up
Learning Centers.
12. It hasn't increased my professional
expertise.
13. I have gained skills in developing and
maintaining effective student records.
Total 24 100
*A total of 12 respondents provided statements for this item.
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A total of 14 respondents provided statements for this item.
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When asked to specify any negative experiences thgy
had in the project, 30% of the Amherst session leaders
responded that they had none, which was the most frequent
response. (See Table 41) only two other categories
received more than one response, two respondents, or 10%
reported that at times there was a lack of proper communi-
cation between the session's leaders and the project staff.
Also, two teachers indicated a displeasure at the way their
materials were used, sometimes being presented by someone
else
.
The Amherst session leaders were asked, "what were
the major weaknesses of the diffusion project." Those
responses are summarized, categorized, and presented in
Table 42. The most frequently mentioned weakness concerned
inadequate communication and preplanning among the session
leaders and the project staff. That weakness was noted
ten times, or 47% of all the statements. Closely related
to that weakness was the concern, mentioned three times,
that too much responsibility for the developmental work
was given to the session leaders, resulting in a lack of
continuity in the overall program. Three teachers res-
ponded that they noticed no major weaknesses in the
project
.
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13. I did not have any negative experiences with the project.
Responses Made in Each
Category *
Number Peroent
2
2
1
1
1
1
1
1
1
10
10
5
5
5
30
20 100
A total of 14 respondents provided statements for this item.
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SL°LS5 “I!EGORIZATIOfI OF the responses made0PEN~ENDED QUESTION, "WHAT WERE THE MAJOR WEAK-NESSES OP THE DIFFUSION PROJECT'5 "
'headers?
74 " “he"t TSaCherS **leip.fci», a. Session
Statements Representing the Categories
Responses Made in Each
Category*
1. There was a lack of adequate communication
and preplanning conducted among the session
leaders and the Project staff.
2. Too much responsibility for the developmen-
tal work was given to the session leaders/
there was a lack of continuity, overall
design, and common goal for the session
leaders. 3
3. There was not a sufficient amount of time
to achieve the stated goals. 1
14
5
4. We should have become involved in the pro-
cess of curriculum development earlier in
the project. 1
5. There should have been a plan or strategy
for follow-up. 1
6. The beginning sessions were not as effective
as they could have been. 1
7. There should have been a written contract
set up, focused on the number of hours, the
dates of the workshops, and the materials
to be available for the session leaders. 1
5
5
5
5
8. I can't think of any major weaknesses in
the project. 3 14
Total 21 100
*A total of 14 respondents provided statements for this item.
Benefits Accruing
to Amherst District
Among the Amherst teachers who participated as
trainers for two or more sessions, 62% thought that the
Amherst schools would benefit from the project. Fifteen
percent (15%) were undecided and 23% disagreed. Most of
them, 93%, felt that the time they spent away from their
students because of teaching and consulting in the diffu-
sion project
, did not have a negative effect on their
students. These data are presented in Table 43.
RESULTS OF THE AMHERST TEACHERS' (SESSION LEADERS)
REACTIONS TO “CLOSED-TYPE" STATEMENTS FOCUSED ON THE
DIFFUSION PROJECT ” S EFFECTS ON THE AMHERST DISTRICT
JUNE 1974,
Item Number and Statement (N)
Percent of Response
Total
Positive
and
Type of Negative
Response* % %
I think the Amherst-Pelham schools S.A. 39
will benefit from this diffusion A. 23 62
project. (13) UD. 15
, D. 15
S.D. 8 23
I felt that my participation in the S.A. 7
diffusion project had a negative A. 0 7
effect on my own students because of UD. 0
the time that I was away from them. D. 2
(14) S.D. 64 93
Key to type of response: S.A. = Strongly Agree: A. = Agree;
UD. a Undecided; D. = Disagree;
S.D. - Strongly Disagree.
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The Amherst teachers who taught in the project were
ashed.
..HOW will the Amherst-Pelham School District benefit
from your participation in the diffusion
has it benefited already?" m Table 44
project, or how
is presented the
substance of the statement from each of the twelve indi-
vidual respondents. Two teachers indicated that they had
conducted workshops or seminars in Amherst that resulted
from the work they had done in the project and four more
teachers said that they intended to conduct workshops for
Amherst teachers. Several teachers reported that they
had learned from each other — learned new teaching
strategies, discovered new materials, learned how to
communicate more effectively with peers. Three teachers
mentioned that they felt more able and more willing to
share ideas, materials, and approaches with other teachers.
Two teachers reported that their diffusion experience
caused them to re-examine their own teaching and to more
fully implement in their own classrooms the things they
taught in the workshops. That other Amherst teachers (not
participating in the project) had implemented ideas and
techniques or developed new materials as a result of the
participating teachers' efforts is attested to by two
teachers
.
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TABLE 4-4-
1* 1 k*** conducted a similar workshop 4»j, *in the future. ^ ^ Amherst; and plan to continue to do so
2* I don't believe it has.
3.
4.
5.
6
.
7 .
8 .
9 .
10
.
11 .
12
.
p***. «d * *.
n«ct fail. I can use what I've develoued in this
of pre-service teachers
confidence to do in-service instruction in^thlS ? d^eloped enough
“ei 0f ladividualiz-
ability to generate enthusiasm. professionals; and a greater
ESS'S 15 “—U-t school
*nd 1^ «*>—*- «-«
Uso shsu^d mnny of thos. now id... with other tootctrs 1
r.mrn.^5SfWS ; --
J^irnusr^-Ksrarrrrnsssussn. ss ••
2S.™ S tho^r S^sro^? ooUbUshins nor. offooti™ Uer„i„e
!f 2’ prJF“’ f k*'re bo*n «7 own classroom nrosrams nor. oloselr-b’5m ***““*>« *»» "f th. loos. onds. I loomed o’ ,rSt amount SSrthorAohorst teachers, and have consequently implemented these new ideas in my classroom.Also, I have become mare skilled and enthusiastic about sharing.
A total of 12 respondents provided statements for this item.
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These teachers were asked what other benefits the
Amherst-Pelham School District will receive or had already
received because of the diffusion project, but not necessarily
as a result of their participation. Their responses, by
categories, are presented in Table 45. The most often
mentioned benefit to the district centered around the shar-
ing of ideas and better inter-staff communication; 5 out
of 20 responses were in that category. The next most
frequently mentioned benefit, with four in the category,
concerned the favorable publicity received by the district.
That the Amherst schools now have a group of teachers with
competence in conducting workshops was a benefit noted
three times.
Interviews and conversations with several Amherst
principals and central office administrators revealed a
strong belief that the participation of Amherst teachers
as trainers in the project had many positive effects for
the teachers, the students, and the district. As to the
effects on the participating teachers, it was frequently
noted that the teachers became more self-confident and
were positively reinforced. One principal noted that the
experiences "made them aware of their unique talents."
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. There is nothing visible at this point.
4
3
2
1
1
1
1
1
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10
5
5
5
5
5
5
TOTAL
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Another principal explained that the project had been "good
for the ego of some of the teachers." Another principal
said that the project had provided excellent professional
growth activities for some of his staff members. He was
particularly pleased with the growth of one teacher, who
because of her strengthened abilities and confidence has
become a leader in the school, a central office adminis-
trator thought the experiences in other districts had
given Amherst teachers new insights and perspectives.
These administrators also recognized some positive
outcomes for the Amherst schools. The superintendent said
that the participating Amherst staff "have projected into
regular programs their confidence and enthusiasm which
has resulted from sharing their ideas and skills with
others." He also noted that those teachers have increased
their ability to share ideas with other staff. A principal
felt that teachers from his school had learned a great deal
from working in the project and it had "spilled-over into
their classrooms." Another principal reported "increased
staff interest in materials and curriculum development."
He also felt that opportunities such as the diffusion pro-
ject offered "helps the district to hold on to high quality
teachers. •• As for the project's effect on the Amherst
students, the superintendent expressed the belief that
'as teachers and staff help others, they become more
effective themselves with their own students."
CHAPTER VI
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS
The major purposes of this study were: 1) to iden-
tify the principal actors and incidents influencing the
inception, organization, and implementation of the
Diffusion Project of the Amherst-Pelham Regional School
District, 2) to determine the effectiveness of the project
m meeting its objectives, and 3) to determine the effec-
tiveness of selected aspects of the training and diffusion
procedures
.
In the previous chapter the findings related to the
assessment phase of the study were presented and analyzed,
in the present chapter the methodology used in the study
is reviewed briefly, summaries of the findings are presented,
and the conclusions based on the data are presented. This
is followed by a presentation of general conclusions and
recommendations for further research.
Summary and Conclusions
In this section the methodology and findings are
breifly summarized and conclusions reached from these
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findings are presented. These summaries and conclusions
are provided separately for each of the following aspects
of the study: 1 ) the historical-descriptive study of the
Diffusion Project, 2) the assessment of the program objec-
tives, 3) the effectiveness of selected aspects of the
training and diffusion procedures and 4) the use of teachers
in the training of other teachers.
The Historical-Descriptive Study
of the Diffusion Project
In Chapter III of this document is presented a
detailed description of the major actors and incidents
influencing the development and implementation of the
Diffusion Project. The following is a brief summary of
the procedures employed, and the findings for this phase
of the study.
Summary of the Procedures
Data for the case study came from two major sources,
documents and the investigator's log. Documents included
assessment reports of the Performance Objective Program,
correspondence, project proposals, and notes from meetings.
A great amount of emphasis was placed on data gathered from
the observations and perceptions of the investigator, who
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was a principal actor in the project. The data gathered
from these measures were analyzed, suntnarized and presented
in narrative form.
Summary of the Findings
The Amherst
-Pelham Regional School District has a
long history of implementing innovations intended to increase
and facilitate individualized instruction, beginning in 1963
with Ronald Fitzgerald became superintendent, such approaches
as team teaching, non-graded classrooms, and the use of
performance objectives were implemented. in 1971 a project,
A Systems Approach to Individualizing Instruction, " was
funded with the general purposes being to increase the
effective use of performance objectives, to develop curri-
culum to support individualized instruction, and to develop
a system for managing individualized instruction. That
project, otherwise known as the "Performance Objective
Program" or "POP", was granted a diffusion phase which is
the topic of the present study.
The Diffusion Project had two components. One,
with the Springfield Diocesan School System, was to assist
the staffs of two schools to gain skills in individualizing
instruction. The other one was with the Marshfield School
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District. This component had two purposes. The first
purpose was to introduce the Management by Objectives
(“BO) a?Proach to Personnel management and evaluation; the
other purpose was to teach the administrative and super-
visory personnel the skills and attitudes necessary for
implement at ing MBO.
Amherst hoped to gain from the project, also. The
project would provide a way to recognize and reward district
personnel who had worked so hard in implementing the
Performance Objective Program. Teaching others in Marshfield
and the Diocese would provide new growth experience, result-
ing in a stronger, more experienced, more committed staff.
All Amherst staff received a written description of the
diffusion project and were invited to notify the Project
Staff if they wished to be trainers. Thirty-three teachers
and administrators responded. in all, thirty-five staff
members participated in various training capacities and
nineteen taught in two or more sessions.
The use of inservice workshops was the principal
diffusion procedure. For the Marshfield participants, the
training began in January, 1974, with a Friday evening, all
day Saturday session in a hotel in Hyannis. From February
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through May. monthly five-hour sessions were held after
school at a restaurant in Marshfield. The final session
was a Saturday session at a motor lodge in Plymouth. The
Springfield Diocese training also began on a weekend in
January with a Friday evening, all day Saturday session
held at a little-used monastery in the Berkshires. Sub-
sequently, weekly two-hour sessions were held after school
on Tuesdays. There was also another weekend session in
March and a Saturday session in April. That training pro
gram concluded on May 31-June 1 with a weekend workshop
at a ski resort in Vermont.
The initial weekend sessions served two purposes.
First, the extended time allowed time for adequate intro-
duction of the project and made it possible to treat
topics in depth. Second, the relaxed, social climate made
possible by bringing people together for a weekend at a
nice location, helped develop rapport among the participants,
among the trainers, and between the two groups.
An outcome of the initial weekend workshops that was
not particularly planned, but that had important influence
over the entire project, was the development of a cadre of
Amherst staff that shared much of the training responsibilities
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in the sessions that follow*. These teachers enjoyed the
feelings of success they experienced as trainers, enjoyed
working with each other, and related so well to the parti-
cipants that they became the backbone of the training
program.
The workshops were activity oriented. The parti-
cipants were active in exercises that simulated real school
experiences or that taught principles that were easily
transferred to their situations. Many of the Diocese
workshops were "hands-on" experiences where participants
tried out materials or approaches or constructed materials.
The trainers shared their materials and the participants
could copy them or create their own. Raw materials were
supplied by the project. These kinds of activities proved
to be very productive and were enjoyed and appreciated.
Even the Amherst teachers benefited because they were
able to participate in the sharing.
The peer-to-peer nature of the diffusion process
was well received by the participants and trainers alike.
The Marshfield personnel and the Diocese teachers often
expressed gratitude for the friendly, frank, and helpful
manner of the Amherst trainers. The fact that the Amherst
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personnel were practicing teachers and administrators gave
them credibility
was not "telling,
With the participants. The training style
" but "showing" and "sharing."
Summary and Conclusions Related tothe Program Objectives
The program had six objectives, four for the
Springfield Diocese and two for Marshfield. m this sec-
tion the objectives are stated, the assessment procedures
and findings are summarized, and conclusions are developed
from the analysis of the data.
Springfield Diocese Objectives
1. The participants will be able to differentiate
between properly written and improperly written
performance objectives and will be able to write
properly constructed objectives.
2. The participants will increase their ability to
use, and their use of, performance objectives,
including higher order cognitive objectives and
affective objectives.
3. The participants will increase their use of
small group instruction and independent study
in their classrooms.
4. The participants will increase the number of al-
ternative learning activities available to their
students
.
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Summary of Procedures
TWO tests were administered to all participants at
the beginning of the program in January and then again in
June. One test listed twenty instructional objectives from
which the respondent had to identify those which were pro-
perly stated performance objectives. The other test listed
ten objectives which the respondent had to classify as
psychomotor, affective, cognitive - higher than the lowest
level, and cognitive - lowest level. The results of the
two administrations of these tests were analyzed and
presented.
Two questionnaires were developed as part of this
study; they are "Individualizing Instruction Questionnaire"
and "Total Program Evaluation Questionnaire."
"Individualizing Instruction Questionnaire" is a
pre-assessment, post-assessment instrument that elicited
responses related to the program objectives. It contains
only closed items to which the respondents indicated their
responses on Likert-type five-point scales. The instrument
was administered to all participants in the opening work-
shop and again at the close of the program.
The "Total Program Evaluation Questionnaire" was a
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post assessment-only instrument that was administered to
all participants at the closing workshop. it had open
and closed items.
Summary of Findings
On the test which required participants to distin-
guish between properly and improperly stated performance
objectives, the mean raw score increased from 12.4 in
January to 16.8 in June. in percent scores, the mean
sc®re increased by 22 points
, from 62% in January to
84% in June.
For the test requiring participants to classify
performance objectives by domain, the mean raw score
increased by only 0.2, from 7.1 in January to 7.3 in June,
or in percent scores from 71% to 73%.
On the post assessment-only questionnaire, 52%
of the participants indicated that, as a result of the
Diffusion Program, they increased their ability to write
performance objectives to a great extent or a very great
extent
.
As a result of the training, 65% of the respondents
indicated that they had increased the use of affective
objectives to a great extent or very great extent. Only
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9% indicated that they had increased the use of affective
objectives to a very small extent.
when the participants were ashed to briefly state
three shills they had gained as a result of the program.
28% of the responses were focused on writing and using
performance objectives. That was the largest category of
responses to the item.
For the statement, "Briefly state three areas of
hnowledge you have gained as a result of participating in
this program, " 21% of the responses were focused on the
use of performance objectives and their importance. That
was the largest category of responses provided for the
statement
.
There was an increase in perceived use of small
group instruction from January to June. in January, 50%
of the respondents said they used small group instruction
to a very great extent or great extent and in June that
P^^cent bad increased to 65. However, that difference,
15 percentage points, was found to be not statistically
significant at the .05 level. On the post assessment-only
questionnaire, 48% of the respondents indicated that, as a
result of the training, they increased their use of small
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group instruction to a great extent or very^^
Another 35% increased use to a moderate extent. For the
open-ended statement "Briefly state three areas of hnow-
ledge you have gained as a result of participating in this
program." 20% of the responses were focused on techniques
for using and managing small group instruction and inde-
pendent study.
Forty three percent of the respondents indicated
that, as a result of the training, they had increased their
use of independent study to a great extent or to a very
great extent, and another 35% perceived a moderate increase.
Sixty seven percent of the participants responded
that to a very great or great extent the activities and
personnel of the diffusion program had increased their
akilities to provide alternative learning activities for
their students. About that many participants, 70%, felt
that to a very great or great extent, they had increased
their use of alternative learning activities. Only 4%
felt they had increased the alternative activities to a
very small extent or to no extent at all. At the close of
the program 43% thought that, to a very great or great
extent, they provided students with alternative learning
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activities, as compared to 28°/ at- +-y,~ -u/0 t the beginning. There was
a large increase in the belief =o ner that they should provide
alternative activities. At the beginning 62% responded
to a very great or great extent as compared to 85% in dune.
a difference that is statistically significant at the .05
level
.
There was an increase in the perceived extent to
which students created their own goals and objectives.
In January no teacher thought students did that to a very
great or great extent. In June 17% of the teachers thought
their students created their own goals and objectives to
a great extent, a difference that is significant at the .05
level. There was a greater increase in the perceived
extent to which students had the opportunity to select ob-
jectives from a variety of teacher-prepared objectives.
In January 10% responded that to a very great or great
extent students did that; in June the figure increased
to 35%, which is significant at the .05 level.
To the open-ended item "Briefly state three skills
you gained as a result of participating in this program,
"
23% of the responses mentioned the design and use of learn-
ing centers. That was the second highest category of
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responses. Another 7% of the responses
alternative learning activities.
focused on creating
Related Findings
in January 96% of the participants, and in June 100%
of them, agreed that it was important to them to be success-
ful in implementing an individualized instructional approach.
In January 68% agreed that they were perplexed as to how
they could actually individualize instruction. That figure
dropped to 32% in June. The difference is significant at
the .01 level.
Somewhat more teachers agreed in June, 92%, than
in January, 83%, that "most purposes of education can be
expressed in terms of measurable or observable student
o^nia nee
. There was also an increase in the percent
of teachers who agreed that their "teaching style readily
lends itself to the use of performance objectives." The
figure was 69% in January and 84% in June. However, the
increased agreement to neither of the statements was
statistically significant. There was almost total agree-
ment at the beginning and at the end of the program that
"the use of performance objectives helps to individualize
instruction." Belief was high and unchanged that the use
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Of performance objectives was not simply a
pass away.
fad that would
Conclusions
From the data as analyzed and presented it is con-
eluded that:
1. Most of the participants can recognize properly
written performance objectives and a majority of them can
classify objectives by domain.
2. Participants perceived that they increased in
their abilities to use, and increased their actual use of,
performance objectives.
3. Participants perceived that they increased the
alternative learning activities available to their students.
Participants felt it was extremely important
to them to be able to individualize instruction.
5. As a result of the diffusion program, a large
majority of the participants no longer felt perplexed as
to how they could individualize instruction.
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Summary of Procedures
The assessment of these objectives was done through
the use of two instruments. One. "MBO Readiness Question-
naire," was a pre-assessment, post-assessment instrument
administered in January and in June. it is an attitudinal
survey consisting of twenty close-ended items. The other
instrument
, "Total Program Evaluation Questionnaire," was
used as a post assessment-only instrument and was adminis-
tered at the closing workshop in June. it was developed
as part of the study and contained items on all aspects of
the program.
Summary of Findings
To the item "I like the Management by Objectives
approach to personnel evaluation" 91% of the participants
responded that they strongly agreed or agreed. Seventy
nine percent either strongly agreed or agreed with the
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Philosophy of MBO and 79% replied that. given the choice>
they would chose „BO over the
'traditional., format for
their evaluation.
The scores on the "MBO Readiness Questionnaire"
S/J scale, or subordinate's job scale, dropped slightly in
the two administrations and the scores on the S/S Scale,
or supervisor's job scale, increased slightly. But neither
of the changes were significant at the .05 level.
When the participants were asked to rate the extent
to which the program training objectives were achieved,
one third of the objectives were rated as having been
achieved to a great or very great extent by 70% of the
participants. Virtually all of the objectives were rated
as having been achieved to a very great or great extent
by over 50% of the participants. Over 90% of the respon-
dents indicated that virtually all of the objectives were
achieved to a moderate, great, or very great extent.
The participants provided 87 statements of skills
and/or understandings that they gained as a result of the
program. The most frequent skills mentioned centered on
the ability to write objectives and construct MBO agreements.
The most frequent understandings mentioned focused on the
need for MBO to be a mutual process with the
give and take.
necessity of
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Conclusions
From the data as analyzed and presented it is con-
eluded that:
1. Participants are positive toward Management by
Objectives and they favor it as the approach to evaluating
their performance.
2. Participants, for the most part, perceived that
they had gained new knowledge of the principles of MBO and
could demonstrate that knowledge.
Summary and Conclusions Related
to Selected Aspects of the
Diffusion Procedures
A major purpose of this study was to determine if
the program was considered by the participants to be success-
ful and worthwhile. Another purpose was to determine the
effectiveness of selected training techniques and the
aspects of workshop meeting times and locations.
Summary of Procedures
The total program evaluation questionnaires adminis-
tered at the concluding workshops contained many open and
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closed items related to program success and the training
techniques. Also, participants completed session evalua-
tion forms after each workshop.
Summary of the Findings
All of the Springfield participants found the pro-
gram to be interesting and also a valuable learning experi-
ence. Ninety two percent thought that the program was
definitely or probably worth the amount of time spent
and 96% definitely or probably would do it again.
In Marshfield, 97% of the participants found the
program to be a valuable learning experience and 91% of
them would do it again. Approximately two thirds of them
felt that, ot a great extent or very great extent, the
program presented new ideas, fulfilled their expectations
and was successful in terms of what they learned or accom-
plished. Only 3% of them did not enjoy their participation;
3% did not think the program fulfilled their expectations;
9% replied that the program presented no new ideas. None
of the participants felt the program was unsuccessful in
terms of what .they learned or accomplished.
All of the instructional techniques were rated by
the Springfield participants as being above "average."
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Approximately 80% of the participants rated as '•excellent.,
or good" the "hands-on., experiences, the visits to Amherst
schools, the value of the hand-outs, the interest level of
the content, and the assistance provided by the Amherst
staff. Approximately 70% of the participants rated as
"excellent" or "good" the range of topics, their level of
involvement, lectures, and small group discussions.
Approximately 70% of the participants thought the
amount of lecture, small group instruction, use of media,
range of topics, and their level of involvement was "about
right." Thirty five percent would have liked to have had
more independent study. Forty-three percent wanted more
"hands-on" experiences; 43% wanted more assistance from
the Amherst staff in implementing what was taught. More
visits to Amherst schools were wanted by 70% of the teachers.
In the open ended item asking for the greatest
strengths of the program, the hands-on experiences were
the most frequently mentioned specific instructional
technique. That "too many different topic areas were
explored in the amount of time provided" was typical of
the most frequently mentioned weaknesses of the program.
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At the close of the first Marshfield workshop,
which was held in Hyannis, 39% of the participants responded
that, to a very great or great extent, the location of the
workshop made an important contribution to it. Another
36% indicated that was so to a moderate extent. Thirty
seven percent agreed that "it is important to the success
of future sessions that they be held in settings away from
schools. In June, at the end of the program, 65% of the
participants agreed that holding the sessions away from
schools was important to the success of the project. m
the open ended item asking about program weaknesses, five
people made statements concerning the time of day being poor
and that the sessions were too long considering the time of
day they were held. At the close of the first Springfield
workshop, which was held at Shadowbrook, 73% thought that,
to a very great or great extent, the location made an
important contribution to the workshop; another 17% thought
that was so to a moderate extent.
Concerning workshop meeting time, the Springfield
participants were favorable toward holding some all-day
sessions. The original plan called for two weekend workshops,
one at the beginning and one at the end. At their request.
another weekend session and a full day Saturday workshop
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were added to the schedule. The feeling was that longer
sessions were needed to adequately treat some topics and
tasks. The longer sessions also promoted better interaction
between Amherst teachers and the Diocese teachers. Data for
these generalizations are presented in Chapter hi, the
historical description of the program.
Conclusions
From the data as analyzed and presented, the follow-
ing conclusions are reached:
1* The diffusion program was successful. The
participants enjoyed their participation, found the program
to be interesting and valuable in terms of what they learned
and accomplished.
2. The instructional techniques were successful.
Techniques that were particularly effective and valued
by the participants were the "hands-on" activities, small
group discussions and tasks, the visits to Amherst schools
and the assistance provided by the Amherst trainers.
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Summary and Conclusions Related toU
^
°f Practlcing Teachers in theTraining of other Teachers
The basic diffusion procedure of the program was
the use of teachers and administrators from one district
as trainers to teachers and administrators in other districts.
An important purpose of this study was to assess the effec-
tiveness of that procedure particularly in light of three
questions: (1) did the trainees perceive the procedure to
he effective? (2) what benefits accrued to the trainers?
and (3) what benefits accrued to the Amherst District?
Summary of Procedures
Data for answering these questions came from the
total program evaluation questionnaires completed by the
participants# from questionnaires completed by the trainers,
from the historical study contained in Chapter III, and
from interviews with Amherst school principals and central
office administrators.
Summary of Findings
To the open ended question "What were the major
strengths of this program?", the Amherst staff was cited
by the Springfield participants more often than anything
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else. Thirty five percent of f>ioP the statements mentioned such
things as "dedication,"
"positive attitudes" and "high
degree of openness." To a close ended item 42% of the
participants rated the assistance provided by the Amherst
staff to be "excellent" and another 42% rated it "good."
The Marshfield participants also most frequently
noted the Amherst staff as the greatest strength of the
program. Twenty seven percent of the responses to the
question "What were the greatest strengths of the Program?"
dealt with the Amherst staff who were valued for their
"comfortable style," "openness," and "non-threatening
manner .
"
The Amherst teachers were positive about their
experiences as trainers and felt that they had grown pro-
fessionally. Eighty six percent agreed that planning and
instructing in the project made important contributions to
their professional growth. Ninety two percent agreed that
they had become more competent as inservice instructors
and 86% of them would like to serve again in a similar
capacity
.
To an open ended item the trainers provided many
statements describing ways they had increased their expertise.
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The Most frequently noted category, with 38% of the res-
ponses. related to increased ability as workshop teachers
and ability to relate to other professionals. Many of the
other statements reflected increased understandings and
skills that were useful in their own classrooms.
Interviews with several Amherst principals and
central office administrators revealed a strong belief that
the teachers experienced many benefits. Increased self-
confidence and awareness of special talents were frequently
mentioned.
Related to benefits accruing to the Amherst district,
62% of the trainers agreed that Amherst schools would bene-
fit from the diffusion program. Ninety three percent dis-
agreed that the time they were away from their students
because of the training activities had a negative effect on
their students.
The trainers were asked, "How will the Amherst-
Pelham School District benefit from your participation in
the diffusion project, or how has it already?" Workshops
for Amherst teachers were frequently mentioned. Two
teachers reported that they had already conducted workshops
in the district and four more said that they intended to do
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SO. several of them reported that they had learned from
each other - learned new teaching strategies, discovered
new materials, learned how to communicate more effectively
with peers. Three teachers said they were now more willing
and able to share with their colleagues. Two mentioned that
the diffusion experiences had caused them to re-examine their
own teaching and now more fully implemented the things they
had taught to others. Other teachers, who had not been
trainers, had begun using ideas and materials from the
project
.
The trainers were asked, "what other benefits do
you think the Amherst -Pelham School District will receive
or has already received because of the diffusion project
(not necessarily as a result of your participation)?" The
most often mentioned benefit centered around the sharing of
ideas and better inter-staff communication. Favorable
publicity for the district was frequently mentioned.
Another benefit was that Amherst now had a group of teachers
with competence in conducting workshops.
Interviews with central office administrators and
principals revealed many benefits received by the district.
"Spill-over into classrooms," projection of "confidence and
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enthusiasm" and similar statements were noted. Increased
staff interest in materials and curriculum development was
reported, as was the belief that such professional oppor-
tunities as were provided by the diffusion program 'help
the district to hold on to high quality teachers.
Conclusions
From the data as analyzed and presented, the
following conclusions are made concerning the use of prac-
ticing teachers and administrators in the training of
other teachers and administrators
:
1* The trainees were extremely positive about the
procedure? they felt it was effective.
2. The trainers were very positive about their
experiences and attributed professional and personal growth
to their experiences in the program.
3. The Amherst district received numerous benefits
from the program including favorable publicity, increased
competence and enthusiasm of teachers, and a cadre of
teachers with inservice education expertise.
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General Conclusions anH
Recommendations for Further
Research
A purpose of this study wat, to araw some conclus
concerning the instructional design and assessment design
of diffusion projects. Another purpose was to make
recommendations for further research.
Conclusions
The following are conclusions based on the findings
of this study, on the literature and research reviewed in
this study, and on the perceptions of the investigator-.
1. The principal actors should be involved in the
planning of the diffusion program. A representative group
of the people to be trained should participate in the plan-
ning of the overall program design. The whole group should
be involved in shaping the content, methods, time and loca-
tion of the training sessions. Flexibility should be main-
tained to allow changes when the group feels the need.
This participation must be real and be valued by the pro-
gram managers
. Real involvement will help induce partici-
pant commitment to the program.
2. The same things are recommended for those who
will be trainers. Their participation in program planning
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wm increase their cogent and mabe then, more effective
trainers. it will also maximize the growth and renewal
potential.
3. Practicing teachers and administrators should
be used as trainers when possible. The peer-to-peer mode
Of inservice education is particularly effective when the
objective is to share current practices.
"Believability
“
IS increased when practitioners are the ones who are
espousing the practice. it should be remembered that there
are a number of training roles and that responsibilities
should be differentiated to utilize people's strengths.
4. While the primary purpose of a diffusion pro-
gram is to implement practices in another site, care
should be taken to make the diffusion experiences valuable
to the diffusers as well. The diffusion process is poten-
tially a valuable growth and renewal opportunity for the
diffusion institution or agency and its personnel.
5. The importance of establishing helping rela-
tionships and open communication should be recognized and
taken into account in program planning. Affective training
objectives should be acknowledged as being as important as
cognitive training objectives. If possible, early in the
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program an extended workshop should be held to bring the
trainees and trainers together in a site away from the
pressures and distractions of school. Throughout the pro-
gram there must be constant recognition of the importance of
building relationships. This will not happen without
deliberate planning.
6. The instructional methods should be varied.
Activity-oriented instructional methods are successful,
particularly discussions and tasks in small groups.
Teachers like "hands-on" activities. Activities must be
thoroughly planned with clear directions and objectives.
Teachers and administrators resent "game playing;" the pur-
poses of any activity must be clear and be seen by them as
important. They also want their experience and expertise
to be acknowledged by the trainers.
7. if possible, the diffusion plan should allow
and promote visits. Visiting will help establish relation-
ships and will promote sharing. The opportunity to see a
practice in the real situation increases the belief that
innovation is possible. The visits must be honest with
visitors seeing reality. Careful planning is essential to
prepare visitors and hosts.
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8. The scope of what is to be diffused must be
limited. The temptation to attempt too much in too little
time should be avoided. intended outcomes should be defined
in specific, measurable or observable terms.
9. To be useful to project managers, the assess-
ment should be primarily formative. it should provide
feedback during the project to keep it on course or to
provide data for changing the course. if outside evalua-
tors are used, they should be seen by the project personnel
as helpers rather than judges. Assessment data should be
shared with project personnel and the participants in a
manner that can be used by them. The feedbakc should be
specific and well timed.
10
. It must be recognized that there are several
levels of effects of a diffusion program. it must be
determined, before hand what level or levels are to be
assessed. Is the assessment being done in terms of trainee
reactions to the program? ; in terms of the learning that
takes place?; in terms of the changes in participant
behavior?; or in terms of the results in the school or in
student achievement? Those questions must be answered and
specific measurable objectives must be established before
assessment can be done.
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taken that assessment does not become an issue with the
participants or a threat to them. The assessment activities
Should not interfere with or detract from the learning
activities
.
12. Whenever possible the assessment activities
should also serve as learning activities. Pretests and
questionnaires can be powerful learning devices. if a
strict experimental design is not employed, then the
*
teaching potential of the assessment instruments should
be exploited.
Recommendations for Further Research
Following are recommendations for further research:
1. While this study concluded that the peer mode of
diffusion was effective, it is recommended that future pro-
j^cts attempt a more diverse training approach. Further
study could determine if heavy reliance on teacher-to-
teacher instruction is necessary or if more packaged instruc-
tion appropriate for independent study by the trainees
could be included in the diffusion design.
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2. Further study is needed to assess the impact
that workshop meeting time and location have on the success
Of a diffusion project. Many questions remain about when
and where workshops should be held.
3. A follow up study is needed to determine if
the project reported in this study had any lasting effects
on the districts involved.
4. improved descriptive research techniques are
needed to evaluate diffusion projects, of particular need
are ways to determine the effects of training without
heavy reliance on the perceptions of the trainees.
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APPENDIX A
DESCRIPTIONS OF WORKSHOPS
SPRINGFIELD DIOCESE
MARSHFIELD
DIOCESE WORKSHOPS
g°.rk3hoP Object ive 3
Introduction to "A Systems I.
Approach to Individualizing
Instruction'*
Date and Time:
January 18, 19. 1974
Friday evening 2.
All day Saturday
Location:
Shadowbrook - a 3 .
monastery in the
Berkshires
Trainers:
Project Staff
Elementary teachers. 8
Secondary teachers, 1
Human relations consul-
tant, 1
At the conclusion of the conference,
participants from Amherst and from
Springfield Diocese will be able to
call by name and state two things
about at least twenty participants
whom they did not previously know.
You will demonstrate the ability to
participate in the development of
learning goals through group pro-
cess.
You will prepare at least three
performance objectives which
clearly describe the performance
expected of the learners.
Approaches Used
-Name game
-Sing-a longs
-Social hour
-Role playing
-Lccturettes
-Small group tasks
-Small group discussions
-Readings and hand-out materials
Taxonomy of Objectives 1.
Date and Time:
January 29, 1974, 3:30-5:30
Location: 2.
Sacred Heart School
Trainer:
Project Administrator
3.
4.
You will be able to distinguish
correctly between written objectives
representing the cognitive, affec-
tive and psychomotor domains of
pupil behavior.
Having properly identified cognitive
objectives, you will be able to
classify them as (a) the lowest; or
(b) higher than the lowest level of
cognitive domain.
From a general learning goal of your
choosing, you will be able to write
a proper high level performance
objective.
You will be able to construct tech-
nically correct performance
objectives
.
-Quiz on performance objectives
-Small group exercise related
to the quiz
-Audio filmstrip on taxonomy of
objectives
—Individual and small group
exercises in writing performance
objectives
-Hand-out materials
Independent Study, Small 1.
Group Instruction, Large
Group Instruction
2 .
Date and Time:
February 5. 1974, 3:30-5:30
3.
Location:
Sacred Heart School
Participants will list and describe
four prerequisites for successful
independent study.
Participants will describe and apply
five variations of small group
instruction.
Participants will participate in an
exercise for large group instruction.
-Lecturettes
-Small group activities, large
group activities, and indepen-
dent study activities in which
participants experienced the
principles of successful usage
of these instructional methods
-Hand-out materials
Trainer:
Amherst Instructional
Services Director
Classroom Management
Strategies
Date and Time:
February 12, 1974
3:30-5:30
Location:
Sacred Heart School
Trainer:
Amherst Instructional
Services Director
1. You will construct a schedule that -Small group tasks
improves the management of time, -Lecturettes
personnel and evaluation. -Hand-out materials
2. You will reorganize your present
classroom (as it existed prior to
this project) to attain better
classroom management.
3. You will improve the utilization of
space, furniture and materials of
your learning area.
4. Given a performance objective, you
will be able to design a learning
experience and identify the neces-
sary materials to effectively
facilitate the students' attain-
ment of the objective.
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Community Volunteers
- 1.
How to Get Them
Date and Time:
February 26, 1975
3:30-5:30
Location:
Sacred Heart School
Trainer
:
Amherst community
Resources Director
Your school will develop and
implcme.nt a plan for soliciting
and maintaining volunteer resource
and aide personnel.
-Presentation on ways of securing
community volunteers
-Open discussion and questioning
between participants and trainer
-Selection of teachers who would
coordinate efforts to secure
volunteers
—Handouts to describe various
community resource programs
around the nation
Recording and Reporting
Student Progress
Date and Time:
March S. 1974
3:30-5:30
Location:
Sacred Heart School
Trainers:
Amherst Elementary
teachers, 3
Their principal
1 .
2 .
3.
After observing a variety of record
-Demonstration of sample recordKeeping forms, you will choose one keeping devices
to reproduce for your classroom.
-open discussions concerningYou will observe devices for students record keeping and reporting
to record their own progress.
-Handout materials
You will discuss the relationship
between record keeping and report
cards
.
Affective Objectives and 1.
Activities
2 .
Date and Time:
March 12, 1974
3:30-5:30 3.
Location:
Sacred Heart School
Trainers:
Amherst Elementary
teachers, 3
Their principal
You will be able to identify four
self-concept building techniques.
You will be positive toward the
inclusion of affective activities
in the curriculum.
As a result of your participation
in the workshop on humanistic
education, you will be able to
implement some new affective
activities or strategies in your
class
.
-Lecturettes
-Discussion
-Group activities to allow
participants to experience some
affective exercises
-Handout materials
Facilitating Affective
Development
Date and Time:
March 19, 1974
3:30-5:30
Location:
Sacred Heart School
Trainer:
Elementary Principal
Given six descriptions of student
behavior, the participants will be
able to individualize their approach
to each one by:
(a) identifying the level of effec-
tive development of each;
(b) identifying techniques which help
deal with present circumstances
• and which help facilitate progress
• developments lly.
-Lecture
-Discussion
-Case studies, with trainees
identifying stages of moral
development of the students in
the cases and developing outlines
of immediate and long range plans
to facilitate student's affective
development
-Handout materials
Learning Centers
Date and Time:
March 22. 23, 1974
Friday afternoon and
evening
All day Saturday
Location:
Mt. Marie. A Catholic
retreat center in
Holyoke
Trainers
:
Project staff
Amherst teachers. 12
1 . Given raw materials, and applying
the principles of effective learn-
ing centers, participants will con-
struct games, simulations, and other
materials for learning center(s)
of their choice.
-Locturettes 258
-Displays of learning centers by
Amherst teachers
-Trainees participated as students
in learning centers of thoir
choice
—Saturday was devoted to copying
and creating learning ccntors
-Amherst teachers also used the
opportunity to develop new
learning centers
Ways to Individualize
Instruction in Language
Arts, Math, Science,
Health, and Social Studies
Date and Time:
April 6, 1974
All day Saturday
Location:
Amherst Regional Junior
High School
Trainers
:
Project staff
Amherst teachers. 9
Math:
1.
Participants will be able to do the
following operations through the
vehicle of chip trading:
a. represent two and three place
numerals
b. add and subtract two and three
place numerals (including
borrowing and carrying)
c. multiply and divide one and two-
place numerals.
Social Studies:
1. To identify techniques for estab-
lishing curriculum goals.
2. To compare strategies for meeting
curriculum goals.
3. To explain three methods of evaluat-
ing instruction following a social
studies unit.
Helping Students Change:
1. Identify one specific student
behavior you wish to change and
develop a strategy for doing so.
-Five learning centers on ways to
individualize instruction in
various disciplines were avail-
able for the participants. The
schedule allowed them to partir
cipate in a maximum of four
centers.
-The learning activities were
participation oriented with many
hands-on experiences
2. Identify one large group situation
you wish to change and develop a
strategy for doing so.
3. Discuss positive ways to affect
change in attitudes that affect
behavior.
Individualized Library Reading:
1. To explore ways to motivate children
in individualized reading.
2. Participants will observe and construct
ways to keep effective records for
their students' individualized reading
program.
Reading Skills Through Music:
1. To compare various ways of using rrjusic
to reinforce reading skills.
2. Participants will reproduce games that
will stimulate students' interests and
reinforce reading skills through music.
Work Sessions: In-School
consultation with Amherst
teachers
Dates and Time:
April 9, 23. 30, 1974
During and after school
Location:
Our Lady of Hope School
Sacred Heart School
1. Participants will request the aid of -Amherst teachers who had taught
staff members for consultation on previous sessions were available
setting goals and objectives; indepen- on request from participants to
dent study, small group, large group consult with teachers at Our
instruction; classroom management Lady of Hope and Sacred Heart
strategies; community volunteers; Schools,
recording and reporting progress;
affective activities and development;
learning centers; and individualizing
instruction.
Trainers
:
Various Amherst teachers
as requested
Date and Time;
May 7, 1974
3:30-5:30
Location
:
Sacred Heart School
Trainers:
Amherst elementary
teachers, 2
3.
LU1
instruction.
Participant will bo able to suggest
WhiCh student « «n andwill schedule their own learning
times in language arts.
Participant will be able to describe
alternatives for establishing an
effective individualized language
arts block.
-Demonstrations of
and commercial lea
including games
-Handout materials
teacher-made
rmng material a.
Date and Time:
May 14, 1974
3:30-5:30
Location:
Sacred Heart School
Trainers
:
Amherst teachers, 3
You will discuss the components
presented for an effective health
curriculum.
You will participate in a role play
situation concerning a hypothetical
family situation.
You will practice writing goals,
objectives and activities for a
science unit.
-Survey of health and science
curriculum and resources avail-
able
-Participants role-played instruc-
tional techniques
-Small group discussions
-Small group exercises in writing
curr ^cu ^ utB 9°als and performance
objectives
-Handout materials
Mathematics and Social
Studies
Date and Time:
May 21, 1974
3:30-5:30
Location:
Sacred Heart School
Trainers
Amherst teachers, 3
Math Manipulatives
:
1. Participant will be able to use
math simulation games to teach the
concept of place value and
fractions.
2. Participant will discuss the imple-
mentation of math manipulatives in
a math curriculum.
Individualizing Math Instruction:
Participant will be able to describe
the systems approach to individualiz-
ing math instruction as presented
by the instructor.
•Participants chose to attend
either math or social studies
sections
-Participants experienced learning
games and simulations, manipula-
tions, role-plays
-Lecturettes
-Handout materials
Social Studies:
1. Participant will observe the
range of games and simulations
available for social studies.
2. Participant will be able to
suggest ways of combining other
learning areas with the social
studies program.
3. Participant will discuss her
needs for developing an indi-
vidualized approach in social
studies
.
Review and Prospectus 1.
Date and Time:
May 31, June 1, 1974
Friday evening
All day Saturday 2.
Location:
Mt. Snow, Vermont
Trainers:
Project staff
Amherst teachers, 8 3.
Human relations consultant
4.
5.
6 .
You will describe the changes
in the instruction and environ-
ment that have resulted from your
participation in this diffusion
program.
Given your experience in this
diffusion project, you will
analyze the project '3 strengths
and weaknesses and apply that
analysis to plans for continued
progress toward individualized
instruction in your school.
You will assist in the generation
of an atmosphere conducive to
learning and to curriculum develop-
ment.
Through participation in a curri-
culum committee, you will develop
plans (objectives) for that committee
for the 1974-75 school year.
You will prepare measurable perfor-
mance objectives which relate to a
general learning goo 1 and can be
attained through alternative learn-
ing activities.
You will provide open and honest
evaluations of project activities ,
-Group discussions
-Group curriculum tasks
-Amherst teachers as group
facilitators and as consultants
to curriculum task groups
-Group social activities
MARSHFIELD WORKSHOP
S
Workshop Objectives
Introduction to MBO 1.
Setting Goals and Writing
Objectives
Communication Skills
Date and Timei 2.
January 11, 12, 1974
Friday evening
All day Saturday
Location i 3.
Sheraton-Regal Motel
Hyannis, MA
Trainers
i
Project Staff 4.
Elementary teachers, 3
Secondary teadhers, 4
Administrator, 1 5.
Human Relations Consultant, 1
6 .
7.
8 .
You will be able to demonstrate
an understanding of the systems
approach as it applies to education
by explaining "systems approach" in
your own words.
You will be able to demonstrate
an understanding of the systems
approach as it applies to education
by describing an example of a
systems cycle.
Given any school related "problem
situation" you will apply the
systems approach by outlining a
specific plan to address the
problem.
Participants will practice communi-
cation skills important to success-
ful evaluation conferences.
You will demonstrate an understand-
ing of performance based evaluation
by explaining/defining it in your
own words.
Given any form of non-performance
based evaluation (checklist, narra-
tive, rating scale, etc.) you will
compare it to performance based
evaluation, using criteria of your
own choosing, and identify the
evaluation process which best out-
lines and assesses individual
growth.
Each participant will identify ten
goals for her/his job-related pro-
fessional and personal growth and
then prioritize them.
Each participant will be able to
operationalize goals as demonstra-
ted by specifying measurable
criteria or indicators for three
of her/his goals.
Approaches Used
-Lecture presentations
-Small group tasks, with Amherst
facilitators
-Small group discussions
.
-Packet of readings and workshop
materials
Helping Relationships and MBO 1.
Completing a Sample MBO
Agreement
Date and Time:
February 11, 4:00-9:00 2.
Location:
Restaurant
You will identify behaviors which
impede the development of an effec-
tive helping relationship as well
as behaviors which foster such a
relationship.
You will fill out a sample MBO
Agreement
-"Helper" exercise - in groups
of three
-Debrief the exercise
-Filling out a sample MBO Agree-
ment - Amherst teachers
assisting
-Discussions on MBO - in groups
of 8 with Amherst teachers
answering questions and sharing
experience
Trainers:
Project Staff
Elementary Teachers, 3
Secondary Teachers, 2
MBO as practiced in Amherst
Differences between Supervision
and Evaluation
Date and Time:
March 4, 4:00-9:00
Location:
Reatauront
Trainers
:
Project Staff
principals, 3
1. You will be able to analyze the
use of MBO as a means of provid-
ing help to personnol
.
2. You will be able to analyze the
use of MBO as a means of personnel
evaluation.
3. you will be able to identify the
procedures used in a goal-setting
conference.
4. You will be able to compare and
contrast the uses of MBO for
personnel evaluation and for
staff development,
-Three Amherst principals
discussed their use of MEO -
groups of approximately 12
rotated to allow about 45
minutes with each principal.
-Whole group exercise with
project staff to list and
discuss differences between
supervision and evaluation
and the implications for MBO.
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Data Collection
Progress Conference
Date and Time:
April 1. 4:00-9:00
Location:
Restaurant
Trainers
:
Project staff
Principal, 1
Supervisor/consultant, 1
criteriaA^H
31516 t0 develoP successeria/indicators to assess
teacher performance relative to
mutually agreed upon teacher
objectives
.
You will be able to develop and use
data to Ger-
mane the degree to which objectives
are being attained.
You will be able to present andinterpret performance data in aperson to person progress con-
ference.
-Participants role-play«d
the classroom observation por-tion of MBO
- pre-conference,
observation for data collec-
tion. post conference. Video
tapes of actual classroom
situations were used as thebasis of the role playing.
-Short lecture presentation
describing various data
collection forma and approaches.
4
. You will be able to conduct a
successful progress conference
by presenting and interpreting
data in a non-threatening manner.
Effective Feedback
Motivation Theory
Date and Time:
May 13, 4:00-9; 00
Location:
Restaurant
2 .
3.
You will distinguish between data
feedback
-and opinion feedback.
You will identify characteristics
of effective feedback.
You will distinguish between
Theory x and Theory Y forms of
management and identify their
relationship to MBO.
-16mm movie
-Illustrated lecture
-Case study, discussions in
small group and whole class.
Trainers
:
Project Staff
Principal, 1
4. Given a list of maintenance factors
and motivation factors you will be
able to correctly identify which
are which. *
MBO-Where Do We Go From 1.
Here in Marshfield
Date and Time:
June 7, 8, 1974 2.
Friday afternoon
All day Saturday
Location:
High School - Friday
White Cliffs Motel,
Plymouth, MA -Saturday
Trainers:
Project staff
Elementary teacher, 1
Secondary teacher, 1
Principal, 1
Participants will have individual
conferences with Amherst personnel
to review MBO objectives and answer
questions
.
Participants will come to agreement,
with the Superintendent, on imple-
mentation plan for MBO in
Marshfield.
-Individual conferences, 20-30
minutes, with each participant
to review MBO objectives and
answer questions related to MBO.
-In whole group explored unresol-
ved issues related to implement-
ing MBO in Marshfield. Project
staff acted as facilitators to
bring out issues and concerns.
-Participant interaction with
Marshfield Superintendent to
get clear direction of MBO
program in Marshfield.
APPENDIX B
EDUCATIONAL OBJECTIVES QUIZ
TAXONOMY CLASSIFICATION QUIZ
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1 .
2 .
3 .
4 .
5 .
6 .
7 .
8 .
DIRECTIONS: Place an v -k-*
• tional <4.0^:: in«—
objectives) which are prop^^f^T"
" Sera^U^ WU1 9riSP the ’^nificance of the Treaty of
to E—7 ms response to a questionnaire.
_The student will know six verbs.
-™n woofshopt
11 1<iam ^ namOS °f the corraton tools
-
T
o: “aboard"' “““ “ °f «>a Civil war
.The student will know the important battles of World War I
_The student will prefer cooking to sewing.
-
T
machine
ent^ ^ ^ tQ =°«-tly thread a sewing
9 .
10 .
11 .
12 .
13 .
14 .
15 .
'
T
the
S
u«f
en
f ?w
1:\ Pay attantion as the teacher demonstratesse o the lathe.
-^'lTTLT1 be *“* t0 deVelOP 3 tha cultural
_The student will list and describe the themes of four ofShelley's poems.
_The child will develop interest in leisure sports.
-The student will give indications of a desire to learn
more history by volunteering to present an extra oral
report.
«
The teacher will describe with understanding five con-
cepts treated in the text.
The student will correctly solve all of the story problems
presented.
The student will accurately learn the best known works
of Voltaire.
16.
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20 .
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DIRECTIONS: Classify each objective below by writing correct£ront °« the objective according tothe following scheme:
a
.
psychomotor
b. affective
c. cognitive - higher than lowest level
d. cognitive - lowest level
The learner:
1. is able to choose the best of two solutions to a
geometry problem using standards given by the teacher.
3 * exhibits tolerance for others by displaying good
manners toward those of minority groups.
3 * lists the names and contributions of the five key
curriculum workers as described in class.
4. properly knits a baby blanket.
,5. scores well on the Minnesota Teacher Attitude Inventory .
6. uses instructional principles properly in planning
daily lessons
.
7
.
plays table tennis according to rules well enough
to beat three inexperienced girls 100% of the time.
8. correctly recites Gettysburg Address from memory.
9. scores 80% or better on a spelling quiz.
10. displays interest in higher mathematics by voli-
tionally attending lectures on this topic.
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The Amherst
-Pelham Title m Proiect “a c—to individualizing Instruction" and the s^ate tTt le^^T
n
P
nff^
C^
are extremely interested in beina ahi^ +-^ , 111 offlce
s= is-Jsss-.-sar s:£r;HsS;‘-
Directions: Please darken in the numbe
inost nearly reflects your
r after each item that
response
.
The code to the response pattern for the following questions is
(1) Strongly Agree
(2) Agree
(3) Undecided
(4) Disagree
(5) Strongly Disagree
i* It is important to me to be success-
ful and competent in implementing an
individualized instructional approach
in my classroom. (1) (2) (3) (4) (5)
2. Most purposes of education can be
expressed in terms of measurable or
observable student performance or
behavior. (1) (2) (3) (4) (5)
3. The use of performance objectives
helps to individualize instruction. (1) (2) (3) (4) (5)
4. The use of performance objectives will
keep us from reaching the really *
important goals of education. (1) (2) (3) (4) (5)
5. My teaching style does not readily
lend itself to the use of performance
objectives
.
(1) (2) (3) (4) (5)
6
.
The use of performance objectives will
stifle spontaneity. (1) (2) (3) (4) (5)
7. Performance objectives help the teacher
to manage the continuous progress of
students
.
(1) (2) (3) (4) (5)
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Code: (1) Strongly Agree
(2) Agree
(3) Undecided
(4) Disagree
(5) Strongly Disagree
SA A U D SD
8. Using performance objectives is
simply a "fad," that will pass
by as other educational "fads"
have done.
(1) (2) (3) (4) (5)
9. Students achieve more when they know
exactly what is to be learned. (1) (2) (3) (4) (5)
10. Performance objectives are too speci-
fic; they narrow the educational
process
.
(1) (2) (3) (4) (5)
11. Students should have a say in what
they learn in school. (1) (2) (3) (4) (5)
12. Performance objectives can be written
to encourage creativity on the part of
the student
.
(1) (2) (3) (4) (5)
13. I have the ability to write affective
objectives (objectives concerned with
attitudes or values) for the subjects
I teach. (1) (2) (3) (4) (5)
14. I have the ability to use higher
order cognitive objectives in the
subjects I teach (objectives that
require mental processes beyond
memory or recall)
.
15. I have the ability to write higher
order cognitive objectives for the
subjects I teach (objectives that
require mental processes beyond
memory or recall)
(1) (2) (3) (4) (5)
(1) (2) (3) (4) (5)
SA A U D SD
: (1) Strongly Agree
(2) Agree
(3) Undecided
(4) Disagree
(5) Strongly Disagree
^ important to me to increase
the opportunity for my students to
select alternative learning activi-
ties of their own choosing.
Although individualizing our educa-
tional programs has been a time
honored goal of most teachers
, I am
genuinely perplexed as to how i
could actually individualize instruc-
tion in a classroom. (l) (2) (3) (4) (5)
The best way to individualize in-
struction is to allow students dif-
ferent amounts of time to complete
their work. (1) (2) (3) (4) (5)
code to the response pattern for the following questions is :
(1) To a Very Great Extent
(2) To a Great Extent
(3) To a Moderate Extent
(4) To a Very Small Extent
(5) To No Extent At All
To what extent are you now indi-
vidualizing instruction in your
classroom? (1) (2) (3) (4) (5)
To what extent do you work with
students in small group settings
(3 to 8 students)? (1) (2) (3) (4) (5)
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Code
:
(1) To a Very Great Extent
(2) To a Great Extent
(3) To a Moderate Extent
(4) To a Very Small Extent
(5) To No Extent At All
21. To what extent do you think you
should devote classroom time
working with students in small
group settings (3 to 8 students)?
22. To what extent do you devote your
classroom time working with individual
students on a one to one basis?
23. To what extent do you think you
should, devote your classroom time
working with individual students on
a one to one basis?
G M VS NE
(2) (3) (4) (5)
(2) (3) (4) (5)
(2) (3) (4) (5)
24. To what extent do you work with your
students in a large group or whole
class setting?
( 1 ) (2 ) (3) (4) (5)
25. To what extent do you think you
should work with your students in a
large group or whole class setting? (1) (2) (3) (4) (5)
26.
To what extent are you excited about
the future possibilities of implement-
ing an individualized instructional
approach in your classroom? (1) (2) (3) (4) (5)
27.
In the subjects you teach# to what
extent do you use affective objec-
tives (objectives concerned with
attitudes or values)? (1) (2) (3) (4) (5)
28.
To what extent do you think you
should use affective objectives
(objectives concerned with attitudes
or values) in your classroom? ( 1 ) (2) (3) (4) (5)
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Code? (1) To a Very Great Extent
(2) To a Great Extent
(3) To a Moderate Extent
(4) To a Very Small Extent
(5) To No Extent At All
29. To what extent do you use higher
order cognitive objectives in your
classroom (objectives that require
mental processes beyond memory or
recall)
?
(1) (2) (3) (4) (5)
30. To what extent do you think you
should use higher order cognitive
objectives in your classroom
(objectives that require mental
31.
processes beyond memory or recall)?
To what extent do your students create
(1) (2) (3) (4) (5)
32.
their own goals and objectives?
To what extent do you think your
students should create their own
(1) (2) (3) (4) (5)
goals and objectives? (1) (2) (3) (4) (5)
33. To what extent do your students have
the opportunity to select objectives
from a variety of teacher-prepared
objectives? (1) (2) (3) (4) (5)
34. To what extent do you think your
students should have the opportunity
to select objectives from a variety of
teacher prepared objectives? (1) (2) (3) (4) (5)
35. To what extent are your students pro-
vided with alternative learning acti-
vities for each of the teacher-proposed
objectives? (1) (2) (3) (4) (5)
36 . To what extent do you think your
students should be provided with
alternative learning activities for
each of the teacher-proposed objec-
tives? ( 1 ) (2) (3) (4) (5)
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SPRINGFIELD DIOCESE — AMHERST TITLE
You have completed this year's diffusion training programtions and statements eliciting your feelings toward variousexperience in the TOTAL PROGRAM (not just tlhis workshop)
Below are ques-
aspects of your
Please respond to the following statements and questions. Be candid <response; and please be as specific as possible. THANK YOU VERY MUCH for^your help and patience in completing all our evaluation foL^ "
^ found participating in this program
a. very interesting
b. somewhat interesting
c. neither interesting nor boring
d. somewhat boring
e. very boring
2. I found participating in this program
a. a very valuable learning experience
b. a learning experience of some value
c. an experience which was neither valuable nor worthless,
as far as my own learning
d. an experience somewhat worthless
e. an experience which was completely worthless
3. I feel that the experience I gained from participating in this program
a. was definitely worth the amount of time spent
b. was probably worth the amount of time spent
c. amy or may not have been worth the amount of time spent
d. was probably not worth the amount of time spent
e. was definitely not worth the amount of time spent
4.
Now that I know what the program is like, if I had had the choice
I would
a. have definitely participated in the program
b. have probably participated in the program
c. not know whether I would or would not have participated
in the program
d. have probably not participated in the program
e. have definitely not participated in the program
5.
During your "typical” workyear how much priority would you give to taking
time out to participate in a training program similar to this one:
High Priority 1 2 3 4 5 6 7 Low Priority
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The following items focus on the utilization of variousinstructional techniques incorporated into this phase of
the training program. Please indicate through the use of
the numeral, your evaluation of the quality of the instruc-
approach; and through the use of the letter, vour
evaluation of the quantity of use of the instructional
approach.
Quality Quantity
1. Outstanding A. Not Enough
2. Good B.
3. Average C. About Right
4. Somewhat Poor D.
5. Very Poor E. Too Much
>1 p
i—i p •H
(0 •H u P
p iH <u C
0 (0 P (0
£ 3 p 3
3 a <u a
'Z
If you wish you may explain your
responses
.
a . Lectures
b. Independent study (Reading, research, etc. -
initiated by you or at trainer's suggestion)
c. Small group discussion
d. Integration of some media into instruction
(overhead projector, film, audiotape,
videotape)
e. Range of topics
f. Interest level of content (use numeral only)
g. Value of "hand-out" sheets (use numeral only)
h. Visits to Amherst schools
i. your level of involvement
"Hands-on" experiences:•
k. This training experience, in comparison to other
training programs in which you have participated,
(use numeral only)
1. The assistance provided to you by the Amherst
staff in helping you implement or do that
which they taught.
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7.
What was the major strength of the program?
8.
What was the major weakness of the program?
9.
Briefly state three skills (the most important to you)you have gained as a result of participating in this
program.
10.
Briefly state three areas of knowledge (the most important
to you) you have gained as a result of participating in
this program.
11.
Briefly state three areas in which your attitude has been
changed, as a result of participating in this program.
(Explain the direction of this change in attitude.)
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Please darken in the number after each
reflects your response.
item that most nearly
Response pattern: (1) Very Great Extent
(2) Great Extent
(3) Moderate Extent
(4) Very Small Extent
(5) No Extent at All
12. To what extent have the activities and/or personnel of thediffusion program increased my ability:
to write performance objectives? (1) (2) (3) (4) (5)
to manage a classroom with students
pursuing different objectives and
activities? (1) (2) (3) (4) (5)
to record and report student progress? (1) (2) (3) (4) (5)
to write high order performance objec-
tives (objectives that require mental
processes beyond memory or knowledge)
?
(1) (2) (3) (4) (5)
to write affective objectives (objec-
tives concerned with attitudes or
values)
?
(1) (2) (3) (4) (5)
to provide alternative learning
activities for my students? (1) (2) (3) (4) (5)
to write curriculum? (1) (2) (3) (4) (5)
to meet individual student's learning
needs? (1) (2) (3) (4) (5)
to facilitate the affective develop-
ment of my students? (1) (2) (3) (4) (5)
13. As a result of the training I have received in the diffusion program,
to what extent have I increased mv use of the following instructional
tools and strategies?
high order performance objectives
(objectives that require mental pro-
cesses beyond memory or knowledge)
.
(1) (2) (3) (4) (5)
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Response pattern: (1) Very Great Extent
(2) Great Extent
(3) Moderate Extent
(4) Very Small Extent
(5) No Extent at All
affective objectives (objec-
tives concerned with attitudes
and values)
.
small group instruction (3-8
students
)
independent study
one-to-one contact with students
alternative performance objectives
alternative learning activities
volunteer aides or resource people
affective activities (concerned with
attitudes and values)
(1) (2) (3) (4)
( 1 )
( 1 )
(1)
( 1 )
( 1 )
( 1 )
( 2 )
(2)
(2)
( 2 )
( 2 )
( 2 )
(3)
(3)
(3)
(3)
(3)
(3)
(4)
(4)
(4)
(4)
-(4)
(4)
(5)
(5)
(5)
(5)
(5)
(5)
(5)
(1) (2) (3) (4) (5)
(1) (2) (3) (4)learning centers (5)
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(Each of the following items describes some aspect of your relation-
ship with your subordinates. Read each item and then circle the
response 1, 2, 3, 4, 5 which most nearly reflects the extent of your
agreement or disagreement. Try to respond according to the way you
would actually handle the situation on the job.)
Agree Par- Mostly Disagree
Com- Mostly tially Dis- Com-
pletely Agree Agree agree pletely
(1) (2) (3) (4) (5)
The best way to get good
performance out of employees
is to
1. Allow them extensive free-
dom to plan and organize
their own work.
2. Allow employees to set up
special meetings and other
ways to work out their
differences and conflicts.
3. Not give them information
unrelated to their immed-
iate work.
4. Spell out exactly what
their jobs are and what
is expected of them.
5. Always insist that they
solve their own work
problems, but be available
as a consulting resource
to them.
6. Maintain tight controls on
all work to be sure things
don't get out of line.
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
7. Provide time, money and
other resources so each
person can develop his
particular strengths and
capabilities to the fullest. 1 2 3 4 5
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8. Set up systems where infor-
mation on performance results
goes directly to the employee
instead of through you. 1
9. Discourage employees from
getting involved in the
"why” of doing their job. 1
10. Bring employees together in
joint meetings to make dec-
isions and solve mutual
problems. 1
11. Give them full information
about their jobs, the depart-
ment and the company. 1
2 3 4
2 3 4
2 3 4
2 3 4
12. Tell employees where they are
going wrong and convince
them of the merits of chang-
ing their attitudes and
approaches. 1
13. Solve problems for employees
as quickly as possible so
they can get back to work. 1
14. Allow employees to take the
responsibility for control-
ling and managing their own
work . 1
15. Encourage' employees to re-
design their jobs around
their own capabilities. 1
16. Leave employees alone and
count on them to get their
jobs done. 1
17. Clamp down on conflict and
friction between employees. 1
2 3 4
2 3 4
2 3 4
2 3 4
2 3 4
2 3 4
5
5
5
5
5
5
5
5
5
5
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18. Train employees to do their
work according to standard
procedures. 1
19. Insist that employees stick
to their jobs and leave
decisions and planning to
you. 1
20. Discourage employees from
introducing new ways of
doing their work without
first checking with you. 1
2
2
3 4
3 4
5
5
2 3 4 5
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Me would greatly appreciate it if you would help us evaluate the Marshfield-Amherst m-service program that you have participated in the past six monthsPlease respond as specifically and completely as possible.
This is an evaluation of the TOTAL PROGRAM
. Thank you for your help.
Response Pattern ; (1) To a Very Great Extent
(2) To a Great Extent
(3) To a Moderate Extent
(4) To a Very Small Extent
(5) To No Extent at All
1. To what extent did the Marshf ield-Amherst in-
service program present ideas that were new
to you?
(1) (2) (3) (4) (5)
2. To what extent did the Marshfield-Amherst in-
service program fulfill your expectations of
what was to be accomplished? (1) (2) (3) (4) (5)
3. To what extent did you enjoy your participation
in the Marshfield-Amherst in-service program? (1) (2)
¥
(3) (4) (5)
4. To what extent did holding the sessions in
settings other than schools contribute to the
project's success? (1) (2) (3) (4) (5)
5. To what extent was the Marshfield-Amherst in-
service program successful in terms of what you
learned or accomplished? (1) (2) (3) (4) (5)
6. I found participating in the Marshfield-Amherst in-service program
a. a very valuable learning experience
b. a learning experience of some value
c. an experience which was neither valuable nor worthless, as
far as my own learning
d. an experience somewhat worthless
e. an experience which was completely worthless
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7. Now that I know what the
choice, i would program is like, if j had the
a
.
b.
c.
d.
e.
have definitely participated in the programhave pro^hiy participated in the program
in the^rogram^
1 ^ W°Uld n0t haVe Participated
have
particiPated in the programdefinitely not participated in the program
Response Pattern; (1) Strongly Agree
(2) Agree
(3) Undecided
(4) Disagree
(5) Strongly Disagree
8. I like the Management by Objectives (MBO) approach
to personnel evaluation.
(1) (2) (3) (4) (5)
9. The Management by Objectives (MBO) approach to
personnel evaluation accurately assesses a person's
performance
.
(1) (2) (3) (4) (5)
10. I am satisfied with the personnel evaluation
format (s) currently used in the Marshfield
District
.
(1) (2) (3) (4) (5)
11. Holding the Marshfield-Amherst in-service sessions
in settings away from school was important to the
success of this in-service project. (1) (2) (3) (4) (5)
12. I disagree with the philosophy and theory of
MBO. (1) (2) (3) (4) (5)
13. Given the choice of being evaluated in the
"traditional" format or through MBO, I would
choose MBO. (1) (2) (3) (4) (5)
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14.
Briefly state three skills or understandings (the most important to
you) that you have gained as a result of participating in this
program.
\
15.
What were the greatest strengths of the Marshf ield-Amherst in-service
program?
16.
What were the greatest weaknesses of the Marshfield-Amherst in-
service program?
17.
Any additional comments?
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that°you^have part iVnTjT ° f in- servi- workshops
Amherst Title in Diffusion Project. Fo^each one^n^ Marshfield-indicate to__what extent YOU accomplished t-he objective or^hat*extent YOU are able to do what is specified . 2 to what
Response Pattern: (1) To a Very Great Extent
(2) To a Great Extent
(3) To a Moderate Extent
(4) To a Very Small Extent
(5) To No Extent at All
1 .
2 .
3.
4.
5.
You will be able to demonstrate an understanding
of the systems approach as it applies to educationby explaining "systems approach" in your own
woras
.
(1) (2) (3) (4) (5)
You will be able to demonstrate an understanding
of the systems approach as it applies to education
by describing an example of a systems cycle. (1) (2) (3) (4) (5)
Given any school related "problem situation" you
will apply the systems approach by outlining a
specific plan to address the problem. (1) (2) (3) r (4) (5)
Participants will practice communication skills
important to successful evaluation conferences. (1) (2) (3) (4) (5)
You will be able to demonstrate an understanding
of performance based evaluation by explaining/
defining it in your own words. (1) (2) (3) (4) (5)
6. Given any form of non-performance based evalua-
tion (checklist, narrative, rating scale, etc.)
you will be able to compare it to performance
based evaluation using criteria of your own
choosing and identify the evaluation process
which best outlines and assesses individual
growth. (1) (2) (3) (4) (5)
7. Each participant will identify ten goals for
her/his job-related professional and personal
growth and then prioritize them. (1) (2) (3) (4) (5)
8.
Each participant will be able to operationalize
goals by specifying measurable criteria or indi-
cators for three of her/his goals. (1) ( 2 ) (3) (4) (5)
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9. You will identify behaviors which impede the
development of an effective helping relationship
as well as behaviors which foster such a rela-
tionship.
(1) (2) (3) (4) (5)
10. You will fill out a sample MBO Agreement. (1) (2) (3) (4) (5)
11. You will be able to analyze the use of MBO as a
means of providing help to personnel. (1) (2) (3) (4) (5)
12. You will be able to analyze the use of MBO as a
means of personnel evaluation. (1) (2) (3) (4) (5)
13. You will be able to identify the procedures used
in a goal-setting conference. (1) (2) (3) (4) (5)
14. You will be able to compare and contrast the uses
of MBO for personnel evaluation and for staff
development
.
(1) (2) (3) (4) (5)
15. You will be able to develop success criteria/
indicators to assess teacher performance relative
to mutually agreed upon teacher objectives. (1) (2) (3) (4) (5)
16. You will be able to develop and use plans for
collecting data to determine the degree to which
objectives are being attained. (1) (2) (3) (4) (5)
17. You will be able to present and interpret per-
formance data in a person to person progress
conference. (1) (2) (3) (4) (5)
18. You will be able to present and interpret data
in a non-threatening manner. (1) (2) (3) (4) (5)
19. You will distinguish between data feedback and
opinion feedback. (1) (2) (3) (4) (5)
20. You will identify characteristics of effective
feedback. (1) (2) (3) (4) (5)
21. You will distinguish between Theory X and
Theory Y forms of management and identify their
relationship to MBO. (1) (2) (3) (4) (5)
22. Given a list of maintenance factors and motiva-
tion factors you will be able to correctly identify
which are which. ^ (2) (3) (4) (5)
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Hi— We would really like to have your evaluation of your participa-
tion as a trainer in the diffusion projects. Will you please
take a few minutes to complete this questionnaire. Thanks,
Lamont
Please mark an X through the number that
most clearly expresses your view.
Response pattern:
(1) Strongly Agree
(2) Agree
(3) Undecided
(4) Disagree
(5) Strongly Disagree
1.
I have found that participating in planning
and instructing in this diffusion project has
made an important contribution to my profes-
sional growth. (1) (2) (3) (4) (5)
2. I feel more competent now as an in-service
instructor/facilitator than I did at the
beginning of the diffusion project. (1) (2) (3) (4) (5)
3. If given the opportunity I would like to
serve in a similar capacity at some time
in the future. (1) (2) (3) (4) (5)
4. The diffusion project required too much of
my time. (i) (2) (3) (4) (5)
5. I think the Amherst-Pelham schools will bene-
fit from this diffusion project. (1) (2) (3) (4) (5)
6.
My main incentive for participating in the
diffusion project was the stipend. (1) (2) (3) (4) (5)
7. I felt that my participation in the diffusion
project had a negative effect on my own stu-
dents because of the time that I was away
from them. (2) (3) (4) (5)
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8. The pay that I received for participating
in the diffusion project was fair. (1) (2) (3) (4) (5)
9. The reasons I decided to participate in the project were:
10.
I feel that participating in the planning and instruction of this
diffusion project has increased my professional expertise in the
following areas or ways:
11.
How will the Amherst-Pelham School District benefit from your
participation in the Diffusion Project? (Or. how has it benefited?)
Please be as specific as possible.
12.
What other benefits do you think the Amherst-Pelham School District
will receive or has already received because of the diffusion
project? (Not necessarily as a result of your participation.)
13.
Did you have any negative experiences related to the
diffusion
project? Specify.
14.
What were the project's greatest strengths?
15.
What were the project's greatest weaknesses?


